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ABSTRACT 
Adult Chinese immigrants residing in English speaking 
countries have specific language needs in dealing with their 
daily affairs. Language programmes specifically designed 
for these immigrants have to take into consideration the 
language use that is appropriate to their needs and at the 
same time to build upon a theoretical rationale. A review 
of literature suggested that a learner-centred programme 
with emphasis on communication and interaction among learn-
ers is preferable. 
In order to study the language needs of adult Chinese 
immigrants, a survey was conducted. First of all, a list of 
communication situations had to be established so as to 
define the parameter of the needs of the target learners. 
The first phase of the survey conducted on the high profi-
ciency emigrants confirmed the importance of the 20 communi-
cation situations established, and by incorporating their 
suggestions, an extra communication situation was added. 
With these 21 communications situations, a second question-
naire was designed. The residing immigrants1 language needs 
were examined in terms of 1 importance1, 1 frequency1 and 
learners1 perception of their 1 language ability1 towards the 
communication situations. Statistical analysis revealed 
that there was no specific way to organize the communication 
situations into a sequential pattern. Further analysis on 
data relating to biographical information and preferences of 
the subjects revealed another dimension of diversities in 
learners1 needs. Therefore, a modular approach with provi-
sions for negotiations among programme designers, teachers 
and learners was introduced in a learner-centred syllabus. 
Based on the results of the survey and on the review of 
literature, a model was proposed for the design and organi-
zation of a language programme for adult Chinese immigrants 
in this study. 
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CHAPTER 1 
DESCRIPTION OF THE STUDY 
1•1. Introduction 
Chinese people have a long history of migration over-
seas, but very often they have given other people the im-
pression that they can rarely integrate well socially into 
the host communities. A majority of the Chinese immigrants 
have been found to work and live in or around Chinatowns, 
their socially safe havens, where they obtain mostly their 
daily necessities such as medical help, food, entertainment, 
emotional support, etc. Their general confinement and at-
tachment to Chinatowns may be partly due to their limited 
proficiency in English, which often prevents them from 
reaching out beyond the Chinatowns and getting something 
better. 
There are migrant English courses run for adult immi-
grants from various ethnic backgrounds, but some of these 
courses do not seem to meet the adult Chinese immigrants1 
communicational needs or to be compatible with their person-
ality and cultural characteristics as well as their learning 
Note: The term 'immigrants' or 'migrants1 in this study 
refers to people who have left their own country and live in 
a new country. The term 'migration programme1 refers to a 
programme for immigrants. 
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styles (Willing, 1988). For example, adult Chinese immi-
grants may feel uncomfortable, nervous, and threatened if 
they are placed in a multi-nationality classroom and asked 
to work and interact with other ethnic immigrants, because 
they are generally passive, withdrawn and shy, and because 
they are afraid that their 'face' may be threatened if they 
cannot perform competently in front of others. Furthermore, 
Chinese immigrants may need a slightly different set of 
vocabulary items (e.g. for shopping) related to their living 
style, food and eating habits, on top of their usual vocabu-
lary. 
Ingram (1979:A9) has made the following observation in 
connection with the provision of language programmes for 
immigrants: 
"an immigrant language programme should satisfy the 
� learner1s immediate and longer-term needs, and to 
change his own situation. In so doing, the second 
language teaching is made relevant to the learner's 
needs and the learner1s motivation is greatly increased 
as he perceives himself as a being capable of acting 
(especially of communication and learning), and as he 
perceives his real needs being met." 
It is obvious that an immigrant language programme with 
the learner's needs, among other things, as one of the 
design characteristics should enhance learners1 interest and 
motivation to learn. 
In recent years, there has been a sharp increase in the 
number of Chinese, especially Hong Kong Chinese, migrating 
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to major English speaking countries. In order to help many 
of these immigrants get adjusted to the host culture and 
,help them acquire an adequate functional proficiency to cope 
with some communication situations, effective language 
programmes with tailor-made, suitable syllabuses and appro-
priate teaching strategies should be designed, which make 
reference to appropriate programme design theories, teaching 
methodologies and, most importantly, learners1 language 
needs• 
1•2 Aims and Scope 
This study aims, first, to determine and establish, 
through a literature review and a needs survey, a list of 
important communication situations in which adult Chinese 
immigrants would need to use English when living in the host 
countries. To realize this aim, a set of questionnaires 
will be designed to identify the needs of the learners, 
their backgrounds and expectations. The biographical data 
collected will provide useful information for the design of 
an effective language programme. 
This study also aims to arrive at a model of programme 
design for adult Chinese immigrants learning English as a 
second language. The proposed model would take irvto consid-
eration, first, the relevant discussions in the existing re-
search literature! second, the survey information, and 
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third; the practicality of implementing the proposed model. 
1:3 Outline of the Dissertation 
This study begins, in Chapter 2, with a selected review 
of literature on the theoretical backgrounds of communica-
tive language teaching, syllabus types, and needs analysis 
of adult immigrants, as these components are likely to have 
a bearing on designing a language programme for adult Chi-
nese immigrants• 
Chapter 3 reports a heeds survey conducted to find out 
the language iieeds of the adult Chinese immigrants. The 
rationale, the design and organization of this survey will 
be spelt out. Results of the survey will be reported in 
Chapter 4, and the results will be interpreted and discussed 
in Chapter 5. 
Based on the data and analyses of the survey from 
Chapters 3 to 5, and on the theoretical issues discussed in 
Chapter 2, a model for programme design for adult Chinese 
immigrants will be proposed in Chapter 6. Chapter 7 will 
give an overall conclusion, indicate the limitations of the 
study, and make some suggestions for future studies. 
1.4 Significance of the Study 
It is hoped that this study can establish a list of 
4 
communication situations upon which further investigations 
into the languages needs of Chinese immigrants in English 
speaking countries can be based. 
It is also hoped that the questionnaires designed for 
surveying the language needs and gathering biographical data 
of adult Chinese immigrants can be exploited by programme 
designers and teachers when designing English language 
programmes for adult immigrants of other ethnic groups. 
Finally, it is hoped that the theoretical model pro-
posed in this study can serve as a useful reference for 
programme designers and teachers in the design and organiza-
tion of language programmes for adult immigrants. 
5 
CHAPTER 2 
REVIEW OF RELATED LITERATURE 
2•1 Introduction 
In designing a language programme, the designer needs 
to have, among other things, information about (i) the needs 
of the target learners, (ii) language teaching and teaching 
methodology, and (iii) syllabus design. An understanding of 
these areas of study will inform the language programme 
design process. Accordingly, the following review of liter-
ature will selectively focus on these three areas. Section 
2.2 will briefly explore the notion of "communicative compe-
tence 1 (CC) and how CC can be acquired through classroom 
teaching and learning. Section 2.3 will review some sylla-
bus types and their underlying assumptions. Section 2.4 
will review the notion of ^needs analysis1 and its role in 
foreign/second language teaching and learning. 
2.2 Language for the purpose of Communication 
2.2.1 New Dimensions in the Theories of Language Teaching 
With the emergence of new research and theories in 
language teaching and learning, focus has now changed from 
viewing language as a fixed body of knowledge to viewing it 
6 
as a means to communicate, a social verbal activity with 
which people interact and negotiate (Brumfit 1981). In 
order to acquire this means, one needs to know what language 
competence is and what one needs to learn before one can 
communicate effectively with others in social situations. 
Chomsky (1965:4) thinks that linguistic competence is the 
ability that a language user has and 
"who know, its language perfectly and is unaffected by 
such grammatically irrelevant conditions as memory 
limitations, distractions, shifts of attention and 
interest, and errors (random or characteristic) in 
applying his knowledge of the language in actual per-
formance. " 
The perfect knowledge referred to is the mastery of the 
abstract system of rules by which a person is able to under-
stand and produce well-formed sentences of his language. 
The actual use of language, affected by what he terms gram-
matically irrelevant conditions, and identified with the 
criterion of acceptability, not grammat i cali ty, is the 
domain of linguistic performance. 
Chomsky1s terminology of linguistic competence has been 
under attack by sociolinguists such as Hymes (1971) as Chom-
sky has not included rules of use into linguistic compe-
tence . For Hymes, contextual appropriacy is important in 
language use when he says "There are rules of use without 
which the rules of grammar would be useless." (Hymes, 1971). 
Munby (1978:23) also emphasizes that: 
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"Knowledge about the target language, in the sense of 
knowing whether and to what extent something in that 
language is systemically possible, may not be suffi-
cient for effective communication." 
Therefore, the notion of grammatical competence alone cannot 
fully explain the concept of effective communication. 
Hymes1 concept of communicative competence becomes a contem-
porary issue and gives a wider perspective on the teaching 
and learning of a language. 
At about the same period of change in linguistic theo-
ries prompted by Hymes and others, an interest in speech act 
theories also emerged. Breen (1987:88) says: 
"philosophers who were interested in problems of mean-
ing were exploring the notion of Speech Acts a n d , " . , 
meanings which people attributed to their utterance. 
They were less concerned with how we use language to 
convey meanings, but concern 'more with the force or 
value, or the hidden meaning, that we either intend in 
our own utterance or which we give to the utterances of 
others' (Levinson, 1982)." 
For many linguists, therefore, the notion of competence 
in language should be broadened to entail, not only knowl-
edge of the code and knowledge of the conventions of social 
use of the code, but also knowledge of the particular con-
ventions of meaning or semantics which are shared with other 
users of the code. Breen (1987:88) further suggests that: 
"If we adopt Halliday1s distinction between the textu-
al , interpersonal, and ideational functions of lan-
guage, we can see, therefore, that the major develop-
ment in linguistics over the last 16 years have been to 
expand our view of language knowledge to incorporate 
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interpersonal and ideational knowledge with linguistic 
or textual knowledge. And, more importantly, to ex-
plore how all three mutually interrelate both when we 
use language in everyday life, and, significantly for 
language teaching, when we learn a language." 
The above account of recent development in language 
teaching serves to locate some of the theoretical roots of 
the communicative approach to language teaching. We have 
mentioned about 1 communicative competence1 and language 
teaching. The exact meanings of these terms will be the 
topics of the next two sections. We will look into them in 
more detail as they are the guiding principles of language 
programme design in the present study. 
2.2.2 Communicative Competence 
The term 'communicative competence' began appearing in 
the late I960's when the relationship of language and socie-
ty was discussed. Researchers in Great Britain (Campbell 
and Wales 1970), Europe (Habermas 1970, 1971) and the United 
States (Hymes 1971) have used the term in a variety of 
interpretations to explore the relationship between communi-
cation, language, and society. Perhaps because of his 
direct challenge to the prevailing linguistic theory of the 
time, the American sociolinguist Hymes is generally acknowl-
edged as the source of the current use of the concept. 
Hymes believes that a different theory of language was 
needed. It would have to deal with many things that Chom-
9 
sky's theory could not handle, in particular a heterogeneous 
speech community, different (not standard) competence, and 
the constitutive role of sociocultural features (Hymes, 
1972:275). Chomsky's 'linguistic competence1 should be 
replaced by Hymes' 'communicative competence1 as language 
users actually need to make four kinds of judgments as they 
speak or write, rather than two kinds of judgments which 
include only grammatica1ity and acceptability by native 
speakers. The four judgments include: 
"whether something (be it a linguistic or some other 
form of communication) is 
-possible, given the forms of expression available, 
一 feasible, given the means of implementation, 
-appropriate (adequate, happy, successful) in relation 
to a context 
-actually performed (and what its performance en-
tails) (Yalden, 1987:17) 
Therefore, communicative competence should include linguis-
tic competence as well as social use competence (Breen 
1987). 
Canale and Swain (1980) give a slightly different 
analysis of communicative competence. They suggest that 
communicative competence is understood as the underlying 
system of knowledge and skill required for communication. 
They provide a specification of three interacting factors. 
Canale (1983:9-10) later subdivide one of these factors^ 
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listing a total of four areas of knowledge and skill: 
grammatical competence (mastery of the language 
code) 
一 sociolinguistic competence (appropriateness of 
utterances with respect both to meaning and form) 
-discourse competence (mastery of how to combine 
grammatical forms and meanings to achieve unity of a 
spoken or written text) 
-strategic competence (mastery of verbal and non-
verbal communication strategies used to compensate 
for breakdowns in communication, and to make commu-
nication more effective.11 
Savignon (1983:45) supports Canale and Swaine1s model 
and says that the four factors interact constantly and 
freely. She also suggests that: 
"a certain sociolinguistics and strategic capacity 
allows the learner a measure of communicative ability, 
even before the acquisition of any grammatical compe-
tence" . 
She also suggests that strategic competence is always 
present, even, or especially, at the beginning, and that it 
diminishes in importance as other components increase. This 
last finding has support from other research studies. One 
of these was carried out in China (Chen Si Qing, 1990). 
This study finds that students of lower English proficiency 
level use communicative strategies much more than those who 
have higher proficiency in English. Therefore, strategic 
competence helps speakers to maintain conversation and get 
meanings across to their listeners. 
In the field of second language teaching, there does 
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appear to be agreement that full communicative competence 
can be an appropriate goal at all levels, even for begin-
ners . In a simple and straightforward way, Savignon 
(1983:303) defines communicative competence as: 
"Functional language proficiency; the expression, 
interpretation, and negotiation of meaning involving 
interaction between two or more persons belonging to 
the same (or different) speech community (communities), 
or between one person and a written or oral text." 
This definition gives a manageable goal to the second 
language classroom as it focuses mainly on 'functional lan-
guage proficiency' in interactions between learners. It 
shows its commitment to the provision of a learning environ-
ment that will provide opportunities for interactions which 
allows for expression, interpretation and negotiation of 
meaning, rather than for an examination of language struc-
tures and drills. 
Returning again to Canale1s (1983) four factors that 
constitute communicative competence, the researchers cited 
above agree that strategic competence is distinct and indeed 
qualitatively different from the other subsets. As Larsen-
Freeman (1982:118) puts it: "It is a superordinate process 
responsible for controlling the smooth flow of communica-
tion" • 
While there is a basic consensus on the importance of 
strategic and interactional skills in communication compe-
12 
tence, there is still disagreement on the importance of 
grammatical competence in communicative competence. One of 
the most controversial aspects of the whole discussion still 
is whether or not grammatical competence is to be considered 
a part of communicative competence. Jakobovits (1970), for 
example, in his specification of the aspects of knowledge 
that he considers part of communicative competence, omits 
grammatical competence. Since the rise of communicative 
language teaching, some linguists, such as Prabhu (1987) & 
Krashen (1978) have maintained that it is not necessary to 
teach grammar. This ability will develop automatically. 
They believe that involvement in communicative tasks is all 
that is necessary to develop competence in a second lan-
guage . It is therefore not necessary to focus on individual 
linguistic competence as a preliminary to engagement in 
communicative tasks. 
Krashen considers that the teaching of grammar (formal 
knowledge) may be used only to alter output, conscious 
learning of it cannot be used successfully to initiate 
utterance. Fluency in the target language is based on what 
we have acquired through active communication. He says 
therefore subconscious acquisition appears to be far more 
important than conscious learning. Krashen says learners do 
not need to have a conscious awareness of the 1 rules1 they 
have acquired. They may correct their own errors on the 
basis of the 1 feel1 they have for what is, and what is not a 
grammatically acceptable utterance in the target language. 
13 
Conscious learning of grammatical rules is useful only as a 
'monitor'• It cannot be used successfully to initiate 
utterances. What is startling about Krashen's idea is the 
possibility that linguists and teachers may have been work-
ing the wrong way around. Rather than placing the period of 
formal instruction first, and waiting for 'practice' to 
produce speed and spontaneity later, we might have to think 
in terms of providing an environment in which a learner can 
develop his acquisition system in a subconscious way. Empha-
sis on the formal system of language and on development of 
the learning system in the individual should be considerably 
diminished. 
Krashen's theory seems to give support to designers who 
are keen to develop language programmes for learners who 
simply want to get their meaning across to their listeners, 
rather than to make perfect grammatical sentence. As one of 
the main functions of language is getting something achieved 
through verbal expression, then what we should do is to 
create speaking opportunities in class and design activities 
that enable learners to do so. 
However> in recent years, the above views have come 
under serious challenge - grammar is an essential resource 
in using language communicatively. Grammatical mistakes not 
merely obscure the message, but may also result in the wrong 
message being conveyed. Furthermore, recent research (e.g., 
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Long (1983a) lends new support to the long established view 
that grammatical competence can indeed be taught directly. 
Yalden (1983) also says "grammatical competence is a part of 
communicative competence, whether we are talking about the 
learners of a foreigner language or the child learning its 
first language". This is also Littlewood1s (1981) view. In 
his introduction to communicative language teaching, his 
emphasis on grammatical competence is very clear. He says: 
"The learner must attain as high a degree as possible 
of linguistic competence. That is, he must develop 
skill in manipulating the linguistic system, to the 
point where he can use it spontaneously and flexibly in 
order to express his intended message. 
The learner must distinguish between the forms he has 
mastered as part of his linguistic competence, and the 
communicative functions which they perform. In other 
words, items mastered as part of a linguistic system 
must also be understood as part of a communicative 
system.11 (Littlewood, 1981:6) 
However, within the context of this controversy over 
whether or not grammatical competence should be taught and 
emphasized, the issues that need attention are rather what 
the goals of language teaching should be, and what the 
objectives of learners are. If learners are aiming at a 
qualification and the provision of second language learning 
is a long term goal, then grammatical accuracy should be 
emphasized. On the other hand, if learners are adults and 
have a time constraint, then grammatical accuracy will 
become comparatively less important than the other factors 
within communicative competence. Perhaps some modifica-
tions in grammatical teaching should be made focussing on 
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simple structures and increasing in vocabulary, listening 
and speaking, providing also opportunities to develop the 
other three factors of communicative competence mentioned 
earlier. This is why communicative approach becomes such a 
hot topic in the development of language teaching. The 
following section will be given to a discussion and an 
analysis of the adoption of the communicative approach in 
communicative language teaching. 
2.2.3. Communicative Language Teaching 
With the focus on the communication needs of the learn-
ers and the concern for communicative competence, there is 
an upsurge of interest on how communicative competence can 
and should be taught in the second language classroom. 
Therefore, there arises a concern for methodology as well as 
syllabus content. Since the late 1970s, the mainstream of 
language teaching has adopted the communicative approach. 
In the late 1970s, communicative language teaching was 
associated with the notional syllabus in Britain while in 
the United States the concern was more on teaching methods 
that addressed the individual psychological needs of the 
Learners (RELC, 1984:x)• This involved efforts to reduce 
the stress involved in language learning, and allowed learn-
ers to express their own ideas and feeling through the 
target language. Then with the emergence of new theories 
16 
from second language acquisition research (notably the work 
of Krashen) as well as disenchantment with the notional 
syllabus, prominent figures like Brumfit (1984), Prabhu 
(1984) and Das (1984) have emphasized on a change of focus 
to the 'process' of language learning rather than the pre-
specified end-product in the form of a syllabus. Communica-
tive language teaching is to be achieved by a syllabus which 
"the designer would give priority to the changing 
process of learning and the potential of the classroom 
- t o the psychological and social resources applied to 
a new language by learners in the classroom context ••• 
a greater concern with capacity for communication .•• 
with the activity of learning a language viewed as 
important as the language itself." (Breen 1987:52-53). 
However, although communicative language teaching is to 
emphasize on communication competence, it does not mean it 
intends to exclude grammatical teaching from language learn-
ing at all. As has been mentioned in 2.2.2, both Canale & 
Swain (1980 and 1983) as well as Savignon (1983) include 
grammatical competence as a component of communication 
competence. Johnson (1982:12) also says: "students1 gram-
matical mistakes not merely obscure the message, but result 
in the wrong message being conveyed". Therefore, the inclu-
sion of grammatical instructions is a common practice in 
many communicative language teaching programmes. Yalden 
(1983) has proposed the 'proportional model1 in which both 
linguistic structure as well as communicative functions are 
incorporated into the syllabus. It allows the teacher to 
focus on the two components in appropriate sections of the 
programme in order to help learners acquire communicative 
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purposes of the language. In describing this model, Yalden 
(1983:129) says: 
"It (the proportional model) consists of a number of 
connected segments, the boundaries between formal and 
communicative teaching approaches may be varied to suit 
the requirements of the situation .•• the approach is a 
highly adaptable one in general or EAP courses — The 
time devoted to the systematic (linguistic) component 
of communicative competence and the non-systemic ones 
(meaning, communicative functions, discourse skills) 
may be similarly varied." 
Therefore, the proportional model represents an integration 
of structural and communicative functions into communicative 
language teaching. 
In recent years, communicative language teaching has 
been applied in most of the English programmes for special 
purposes. One example of these programmes is 'English for 
Social Survival Purposes' (ESSP) for immigrants who need to 
acquire the minimum language proficiency of the host coun-
tries. The ESSP enables the immigrants to acquire the 
necessary language use in an efficient manner. Other exam-
ples include: 'English for occupational purposes 1 (EOP). 
The attractiveness of ESP programmes is the obvious atten-
tion to the clients or learners of customer-built courses. 
Learners may thus acquire the essential language use with 
communicative purposes. 
In a communicative language classroom, conversational 
interactions between learners are encouraged, offering them 
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the opportunities to actually communicate in the target 
language. To achieve this goal, �communicative task' or 
activity is usually used and learners are asked to actively 
participate. Nunan (1989:10) defines communicative tasks as 
»a piece of classroom work which involves learners in 
comprehending, manipulating, producing or interacting 
in the target language while their attention is princi-
pally focused on meaning rather than form. The task 
should have a sense of completeness, being able to 
stand alone as a communicative act in its own right1. 
In fulfilling the tasks, learners have to use various ways 
to maintain conversation or to obtain information. For 
example, if the learner is being confronted with an occupa-
tion which he does not understand, he has to negotiate the 
meanings, using strategies to find out what exactly his 
interlocutors do and then he may learn something new. 
During the process of finding out the information, and in 
the conversational exchanges, all the components of communi-
cative competence are used in integration. This resembles 
what learners have to do in their daily conversation, be-
cause language is a very dynamic resource and it is impossi-
ble to cover in a single course all the communication needs 
and variable situations learners will be put into. Teaching 
them to use strategies to pass on and to obtain meaning is 
much more practical and useful to them than teaching them 
grammatical structures• 
The interactional nature of spoken language is examined 
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by Bygate (1987). He suggests that learners need to develop 
skills in the management of interaction which involve such 
things as knowing when and how to take the floor, when to 
introduce or change a subject, how to invite someone else to 
speak, how to keep a conversation going, when and how to 
terminate the conversation and so on. The provision of such 
practice opportunities is a unique feature of a communica-
tive approach classroom. 
The provision of conversational interaction is usually 
through group works undertaken in the communicative language 
classroom. Many research studies (Varonis & Gass, 1985a, 
1985b) have confirmed its contribution to the successful 
acquisition of a second language. From studies on non-
native speakers interacting with non-native speakers, Varo-
nis St Gass (1985a) have confirmed that non-native speakers 
talking to non-native speakers is in fact a very good way of 
acquiring communicative skill. First of all, learners feel 
that they are in equal status between themselves when commu-
nicating. This will create a relaxed feeling. In cases 
where they make mistakes, they feel less embarrassed because 
they both know they are learners and making mistakes is a 
normal process of learning. In another study of Varonis & 
Gass (1985b), they found that learners usually make an 
effort to maintain conversation, and even if they come 
across a breakdown in conversation, they will negotiate the 
meanings rather than change topics. They then can improve 
their communication strategy as well as their technique in 
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communication. In another research conducted by Long & 
Porter (1985) it was found that learners seldom correct each 
others1 mistakes and when they do correct each other, they 
seldom make wrong corrections. Wrong corrections only stand 
for 3% in the research. Maintaining conversations without 
too much correction allows learners to carry on conversation 
without too many interruptions. Schwartz (1980) also 
suggests that learners in fact learn more from each other 
than they think they can. Therefore, the communicative 
language classroom is a good starting point to acquire 
communicative competence. 
Some linguists have criticized the subject matters of 
the syllabus and the authenticity of utterance spoken in the 
communicative language classroom. During practise sessions, 
the communicative messages are repeated many times and the 
speed is often very slow广 Therefore, it still does not 
resemble communication outside the classroom. In order to 
remedy this situation, language course organizers will have 
to make provision for authentic free talks in the classroom. 
Another complaint about communicative language teaching is 
on the use of sentence structures that learners may not have 
learned because it is hard to avoid using only those struc-
tures that they have learnt. In fact, it is hard to say 
which structures the learners have learnt or not (Johnson 
1982). But it can be argued that even if a learner has not 
learnt a particular structure in one course, it does not 
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mean he may not be able to use it. In daily life, learners 
may come across varied sentence patterns. They may not 
relate them to any particular syntax structure, but guessing 
the meaning seems quite a natural habit to many learners. 
Moreover, many learners do not always learn by structures. 
They simply focus on meaning and the structures can then be 
acquired later. 
A successful communicative language classroom requires 
the active participation of teachers and learners. Accord-
ing to the research done by Willing (1988) on the learning 
styles of adult migrant learners, they found that adult 
learners regard 'real1 conversation and discussion in class 
where teachers intervene with suggestions & error correction 
are the most highly valued learning methods. 
In preforming language tasks in a communicative lan-
guage teaching classroom, some disparity in the purposes of 
the task may exist. Learning outcomes will be influenced by 
learners' perceptions about what they should contribute, 
their views about the nature and demands of the task and 
their definitions of the situation in which the task takes 
place. Additionally, it cannot be certain how different 
learners are likely to carry out a task. To solve this 
problem, many linguists/teachers have suggested that we 
should involve learners in designing or selecting tasks. It 
should also be possible to allow learners choices in decid-
ing what to do and how to do it. But the practicality 
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depends also on the culture and characteristics of the 
learners. In the case of Asian students, it may be quite 
likely that they prefer everything to be in the teacher1s 
control and if they are invited to participate in deciding 
on anything within the learning process, explanations must 
be given to assure them that the new practice is to enhance 
and consolidate learning. 
For the communicative language classroom, one should 
always examine and select speaking tasks that most resemble 
communication outside the classroom. Selection of topics 
should preferably depend on the needs survey in which the 
needs and objectives of the learners become clear so that 
learners can learn what they really want to learn and learn 
it in the shortest span of time. 
The subject matter and material designed within the 
syllabus design process have an effect on the success of 
communicative language teaching. In the next section, a 
review of literature will reveal that a new perspective in 
syllabus design has been underway as more contributions from 
learners has enriched language learning in many respects. 
2.3 Changes in the Perspectives of Syllabus Design 
2.3.1 Curriculum vs Syllabus Design 
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As there is an increasing number of language programmes 
being run outside a formal school curriculum, it is neces-
sary to distinguish between 1 curriculum design1 and 1 sylla-
bus design'. A.M. Shaw (1977) makes a distinction between 
these two terms in his studies on the literature on second 
language syllabus development. He takes Robertson's 
(1971:564) view on 'curriculum1 that: 
"... the curriculum includes the goals, objectives, 
content, process, resources, and means of evaluation of 
all the learning experiences planned for pupils both in 
and out of the school and community through classroom 
instruction and related programs •••" 
Shaw (1977:217-233) then defines 'syllabus1 as: 
"a statement of the plan for any part of the curricu-
lum, excluding the element of curriculum evaluation 
itself". (5) 
Yalden (1983:18) thinks that this distinction is par-
ticularly useful as there are now many courses "which are 
not part of a curriculum at all" can use the term �syllabus1 
which will define a language course for a group of learners 
meeting entirely outside a school setting". 'Syllabus1 then 
is a more appropriate term for this type of courses. 
However, recently many language courses that are not 
run within an ongoing curriculum have a syllabus and an 
evaluationi Instead of using the term 'curriculum1, many 
linguists simply call these types of course 1 language pro-
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grammes'. Some linguists use ^curriculum' and 'Programme' 
interchangeably, for example, Dubin & Olshtain (1986) in 
their book on 'Course Design'. The Longman's Dictionary of 
Applied Linguistics also equates course design with language 
programme d e s i g n . Therefore； it may be said that 'curricu-
lum design', ' p r o g r a m m e design' and ，course design' may 
share the same meaning i n m a n y literature relating to design 
of a whole language programme. 
D u bin and Olshtain (1986:46) propose that the process 
o f s y l l a b u s design " i s highly affected b y view o f language 
learning and educational concepts in general". With the 
advent of more complex theories of language and language 
learning； as well as a recognition of the diversity of 
learners' needs, wants, and aspirations, the concept of the 
syllabus for second language teaching has become more elabo-
rate. Yalden (1987:86) says: 
"The syllabus is now seen as an instrument by which the 
t e a c h e r with the help of the syllabus designer, can 
achieve a certain coincidence between the needs and 
aims o? the learner, and the activities that wxll take 
place in the classroom；" 
The definition of 'syllabus' therefore has shifted from 
what was formerly regarded as pre-fixed plans of what is to 
b e achieved through teaching and learning to more learner-
concerned plans with activities to be taken in the class-
room. This shift in the understanding of a syllabus is 
highly affected by the contemporary views of language learn-
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ing and educational concepts in general. 
In the construction of a syllabus, Breen (1987:83) 
says: 
"Virtually all syllabuses are constructed on the basis 
of four main organizing principles. The designer will 
(i) focus upon, (ii) select, (iii) subdivide and (iv) 
sequence the particular knowledge and capabilities 
which are seen as appropriate outcomes of language 
learning." 
What a syllabus will focus upon will most directly 
reflect the objectives which the syllabus is intended to 
serve. One syllabus might focus upon the linguistic system, 
whilst another might give priority to the use of the lan-
guage in a range of situations. After a specific focus is 
decided, a syllabus will reveal the second organizing prin-
ciple in what it selects for teaching and learning work; 
such as particular structures, sets of functions, or a range 
of communication events• The selected content is further 
subdivided and sequenced. Subdivision involves the breaking 
down of selected content into manageable units. Sequencing 
involves the marking out of the content along a path of 
development, and it may either be cyclic or step-by-step. 
A syllabus should also fulfill several purposes. Breen 
(1987:82), the syllabus must: 
"provide an accessible framework of what is to be 
achieved through teaching and learning which affords 
continuity and direction for its users. The plan 
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should also function as a retrospective record, a basis 
for the evaluation of learning, and should itself be 
amenable to evaluation and adaptation.11 
A syllabus must also be appropriate to the three con-
texts within which it is located: firstly, the wider lan-
guage curriculum (wherein the syllabus conventionally refers 
to the purposes and content of the curriculum)7 secondly, 
the language classroom and the participants, and thirdly, 
the educational institutions and the wider society which the 
syllabus is supposed to serve. 
While we see that the new directions in syllabus 
design has been a topic of much discussion, it does not mean 
the long existing syllabus types such as the formal or 
structural syllabus do not have their value, rather, the 
teaching of structures has never been ignored. The only 
. . . 
thing which characterizes the recent past is the degree of 
emphasis. Even in syllabuses that focus on communicative 
teaching, depending on the proficiency and language needs of 
the learners, structure teaching is given some place in some 
of the communicative syllabus. Yalden's (1987) proportional 
syllabus is an example of this. 
In the following section, the changes in the perspec-
tives of syllabus design are reflected in the creation of 
some syllabus types. Formal and Functional syllabus types 
represent the types of syllabus which are language-centred, 
and had been the dominant types of syllabus before the mid-
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70s. Task-based and process (negotiated) syllabus types 
represent those which are learner-centred, and also repre-
sent the current trend of syllabus design. These four types 
are distinctive and each expresses different views on the 
nature of language, on how language should be presented 
through teaching, as well as how it should be worked upon 
for learning• 
2.3.2 Language-Centred Syllabuses 
These types of syllabuses focus on the teaching of 
linguistic structures and functions. They give priority to 
the accuracy of linguistic production and to the functions 
of each structure. Breen (1987:84) classified these types 
of syllabus as 1propositional plans1 as: 
"they represent what is to be achieved through teaching 
and learning as formal "statements. Language knowledge 
and capabilities regarded as the appropriate outcomes 
will be organised and presented in the plan as things 
which are systematic; perhaps based on logical formu-
lae, structures, networks, rules, or schemas. Both 
Formal and Functional syllabuses share this way of 
representing what learners need to know and be able to 
do." 
Amongst the language-centred syllabuses, the formal 
syllabus is the most well-tried out and also the most famil-
iar syllabus to the teaching profession. Both teachers and 
learners regard this type of syllabus as the teaching of 
grammar which is vital to the production of good language 
skills. It gives priority to how the text of language is 
28 
realized and organized. A common argument against the 
Formal syllabus is, as Johnson (1983:107) puts it: "they do 
not allow you to see the practical applications of the 
language to real life". 
However, this type of syllabus may particularly suit 
the elementary levels of the long term language curriculum 
for building up the foundation of the target language and 
for learning English as a second language within an educa-
tional system, particularly when the development of the four 
language skills are needed. 
Formal syllabuses thrived as an expression of the 
dominant paradigm of the immediate post-war years. The work 
of Fries (1947) and Lado (1964) are examples of this type of 
syllabus and Hornby's (1959) comprehensive version of a 
pedagogic plan remains an influential British source. 
In the mid-70s, because of the work of Wilkins for the 
European Council, there was a modification in the syllabus 
content to what has become a notional/function syllabus, as 
Breen (1987:88) says: 
"the Functional syllabus has probably been the alterna-
tive to Formal syllabus types which has received the 
most attention." 
The shift from formal syllabus to functional syllabus 
occurred during a time when a strong interest was upon 
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language in use, communicative competence, and with the 
relationships between the textual system and how people 
behave with language in social groups in certain social 
situations. It therefore gives priority to the different 
purposes which a language can serve and how these functions 
are coded through the language. 
The Functional syllabus represents the wish to enable 
learners to use language, virtually from the outset of their 
learning, in order to achieve things in an interpersonal or 
social way. In this sense, language as a means for getting 
things done is given priority over linguistic knowledge in 
itself. This implies that fluency is valued as much as 
linguistic accuracy. Many people regard fluency as the 
'carrier' of accuracy, the former providing the learner with 
a springboard for the development of the latter (Breen 
1987). 
The most widely known examples of the Functional sylla-
bus derive from the modern languages for adults projects of 
the Council of Europe which was initiated in 1971, and which 
later evolved into a well accepted approach by both Wilkins 
and van Ek. 
2i3•3 Learner-centred Syllabuses 
This type of syllabus represents the newly emerged 
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paradigm which focuses mainly on the learners. Teaching of 
linguistic structure becomes less important when the 
communicative and affective needs of the learners and their 
target competence are emphasized. The interest of the 
syllabus designers is now not only on the learning content 
but also on the 1 learning process1 of the learners and how 
to assist them to 1 learn how to learn1. The involvement of 
learners in the design and methodology of the language 
course is also a special characteristic of these syllabuses. 
Therefore, learners are consulted in the pre-course stage 
and also during the course. Once the course has started, 
co-operation between teachers and learners is emphasized. 
Brindley (1989:73) says: 
"some kinds of mechanisms have to be built into the 
learning process which allow for systematic consulta-
tion and negotiation between the two parties (i.e., the 
teachers and the learners.11 
Regarding to this two-way communication between teach-
ers and learners, Littlejohn (1985:253-61) comments that: 
"Sharing of information regarding each other1s expecta-
tions and subsequently allowing learners a choice of 
learning activities corresponding to their preferred 
learning modes and styles has been shown to be an 
effective way of involving them in the management of 
their own learning while at the same time reducing the 
risk of conflicting expectations." 
Corder (1977:13) also says that: 
"In the end successful language 'teach-learning1 is 
going to be dependent upon the willing co-operation of 
the participants in the interaction and an agreement 
between them as to the goals of their interaction. Co-
operation cannot be imposed but must be negotiated." 
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Consultation or negotiation methods such as surveys, 
group discussions and interviews can be used to assess 
whether the objectives of the course have been in the right 
direction, whether there are any new ideas of activities or 
in teaching methods or any changes in needs. It is general-
ly believed that learners learn better when programmes are 
geared to their immediate concern. 
However, using information about learners as a basis 
for course design and involving them in the management of 
their own learning necessitates adequate counselling serv-
ices and bilingual support (Brindley, 1989). A great deal 
of organizational flexibility is required, since catering 
for diverse needs entails different grouping arrangements 
and timetabling. 
A learner-centred system also makes for a greater 
demand on teachers. Not only do they need classroom manage-
ment and teaching skills, but ideally they also have to be 
able to identify all the various kinds of needs, to counsel 
learners, to negotiate the curriculum, to assess learning 
processes and outcomes and to prepare their own materials if 
those available are inappropriate. Therefore, although 
teachers are in favour of a learner-centred curriculum 
model, they experience severe difficulties in putting such a 
model into practice. Surely, they need the time and support 
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resources to do so. 
Apart from the contribution of a negotiation mechanism 
built within this type of syllabus, a learner-centred sylla-
bus also focuses on "how correctness, appropriacy, and 
meaningfulness can be simultaneously achieved during commu-
nication within events and situations.11 (Breen 1987:160). 
Breen calls these types of syllabuses "process plans" be-
cause they "map out the procedural knowledge or the underly-
ing operations which enable a language user to communicate 
within not merely one event or situation but within a range 
of these" (Breen, 87:160) Task-based syllabus (Breen 1987) 
and process or negotiated syllabuses (Clarke, 1991) are 
examples of this syllabus type. 
Task-based syllabus types organize and present what is 
to be achieved through teaching and learning in terms of 
"how a learner may engage his or her communicative compe-
tence in undertaking a range of tasks" (Breen, 1987:160). 
There are two major task types: communication task and 
learning tasks. The former focuses upon the actual sharing 
of meaning through spoken or written communication where the 
purposeful use of the target language is given priority. 
The latter type focuses upon the exploration of the working 
of the knowledge systems themselves and, in particular, how 
these may be worked upon and learned. Tasks may be se-
quenced from those which are familiar in terms of learners1 
current competence to the less familiar, or from the most 
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generalizable type of task to the least generalizable. 
These broad dimensions also apply to the nature of the 
knowledge and abilities required in a task. 
The Task-based syllabus is both means-focused and ends-
focused. It exploits a learner1s current competence and 
learning difficulties as a dual means towards the develop-
ment of competence in a new language. One of the most known 
implementation of a task-based approach has been the experi-
mental work of N.S. Prabhu (1987). Canada's bilingual pro-
grammes also illustrate the application of theme-based 
organization of content as the focus of learning tasks. It 
focuses upon the social, cultural and everyday learning of 
the learners. 
Task-based syllabus and process or negotiated sylla-
buses represent the main types of syllabus under the learn-
er-centred category. This category is also termed as 1lear-
ner-based syllabus' by Olshtain (1989:137). He says this 
type of syllabus: 
"places the learner at the centre of planning. As a 
result, relatively little planning can be done prior to 
the onset of the course of study. The syllabus will 
develop gradually from loosely-planned guidelines based 
on learners1 needs, and it will change throughout the 
course to further accommodate the changing needs of the 
learners and the teachers." 
On learner-centred curriculum, Nunan (1988:5) says: 
34 
"A crucial distinction between traditional and learner-
centred curriculum development is that, in the latter, 
no decision is binding. This is particularly true of 
content selection and gradation." 
In this type of syllabus, not only are the learners 
viewed as the core concern, but they are full participants 
in its development. Learning is viewed as the gradual 
attainment of achievable goals, and learners have a realis-
tic idea of what can be achieved. They take responsibility, 
sharpen their learning abilities, and learn to self-evaluate 
themselves. 
The designer of this type of syllabus provides two 
things: first, a plan relating to the major decisions which 
teacher and learners need to make during classroom language 
learning, and second, a bank of classroom activities which 
can be organised into sets of tasks to be undertaken in the 
classroom. Decisions to be made in the classroom by the 
teachers and learners will include: subject-matter, proce-
dure, and participation. Decisions concerning the subject-
matter derives from questions such as: what shall be the 
focus of the work, and, for what learning purposes. When 
teachers and learners are involved in deciding on the focus 
of the work and the learning purpose, the syllabus provides 
them with the explicit task of prioritizing, selecting, 
subdividing, and sequencing what is to be achieved in an on-
going and negotiated way. Procedure derives from a series 
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of questions, such as: which particular activity or task 
will be undertaken, how will the activity or task be worked 
upon, what resources should be used during the activity or 
tasks, when should it be undertaken and for how long, how 
shall one share and evaluate the outcomes of the activity, 
etc. Participation derives from the question: 'Who works 
with whom?1 It has to be decided whether learners work 
individually, in pairs or small groups, or as a whole group. 
With regard to the bank of activities and tasks, they 
are indexed for classroom use along the lines of a Task-
Based syllabus. But this syllabus offers choices of tasks 
to the participants and they have many alternative Ways 
towards the completion of the main activity. The activities 
and tasks are not sequenced. The activities are categorized 
in terms of their own objectives, content, suggested proce-
dure. The choice from this bank of activities remain part 
of the decision-making process of the learners and teachers. 
Another unique element of the Process syllabus is its 
emphasis upon evaluation. Once activities have been under-
taken, participants together with teachers will share their 
views on the outcomes of the work. It is from this evalua-
tion phase that adaptations or alternatives can be proposed. 
In other words, the group refers back to earlier decisions 
in the light of achievements and difficulties in order to 
revise further plans. 
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Examples of Process syllabuses include DanTs (1982, 
1983) work with young beginners and Allwright's (1982) 
programme with adult learners. 
In summing up, whilst the Formal syllabus prioritized 
linguistic competence (a knowledge of the rules governing 
the formal or textual nature of language), and the Function-
al syllabus prioritized communicative performance (a reper-
toire of language functions)f the more recent types of 
syllabus give priority to communicative competence. They 
see the learner as knowing how to become accurate, appropri-
ate and meaningful in the new language as a more useful 
purpose of language. Programme designers or teachers see 
developing communicative skills in using the new language is 
a useful purpose in acquiring a new language. 
2.4 Needs Analysis in Adult Migrant Programmes 
2.4.1 Needs Analysis 
When designing learner-centred language programmes, 
special attention is drawn to the needs of the learners. 
Needs surveys and needs analysis have important roles to 
play in identifying the needs of learners. The scale of 
investigation into learners would depend upon the size of 
the project. Small projects such as designing short courses 
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for comparatively small numbers of learners, whereas big 
projects could involve multi-national co-operation. For 
example, the Council of Europe Project (1971) was a multi-
national project in which a team of experts assembled to 
study certain linguistic problems confronting the European 
nations at the time of the creation of the Common Market. 
There were shifts in population as groups of workers tra-
velled north to work in countries whose languages they did 
not necessarily speak. Language courses were run for them 
with the focus on the language needs of these workers at 
their workplace. Before designing language courses for 
these workers, a systematic analysis of the language needs 
of the learners was conducted. Since the seventies, needs 
surveys have been conducted in industrial and professional 
settings in order to determine very precisely just what 
language users will need to use when they are at the situa-
tions . 
Holec (1980:26) gives a very clear explanation on the 
position of needs analysis within a language programme: 
"Needs analysis is by now the classical procedure by 
which a close link can be established between learners 
and curricula: whereas in content-centered approaches, 
learning objectives are defined in terms of quantita-
tive subsets of the total communicative competence of a 
native language user, in learner-centered second lan-
guage instructional systems, the selection of objec-
tives is based on the particular communicative needs of 
groups of, or individual, learners. Such a procedure 
makes it possible to set up curricula perfectly adapted 
to particular learners, especially if the assessment of 
needs is not just carried out once and for all before 
the beginning of a course, but is repeated regularly 
over the learning period.“ 
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Brindley (1989:63) also emphasizes the importance of 
needs analysis when he says: 
"It is now widely accepted as a principle of programme 
design that needs analysis is a vital prerequisite to 
the specification of language learning objectives•“ 
Learners' needs should be made known to the programme 
designer before a course can be designed effectively for 
them. There are different types of needs that the programme 
designer has to find out from the learners. Richterich 
(1973) and Brindley (1989) suggest that there are two types 
of needs, namely: objective and subjective needs. Objective 
needs are the language needs of the learners. Richterich 
(1973:32) explains language needs as: 
"the requirements which arise from the use of a lan-
guage in the multitude of situations which may arise in 
the social lives of individuals and groups•” 
The subjective needs are identified by Brindley (1989:70): 
"refers to the cognitive and affective needs of the 
learner in the learning situation, ..• derivable from 
information about affective and cognition factors such 
as personality, attitudes, learners' wants and expecta-
tions with regard to the learning of English and their 
individual cognitive style and learning strategies." 
The reason for gathering this information is to under-
stand as much as possible about the learners prior to the 
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beginning of the programme, in order to establish realistic 
and acceptable objectives. 
In an adult immigrant language programme, where indi-
viduals "need a basic command of the language for immediate, 
everyday requirements" (Yalden 1983:92), needs analysis 
becomes more important as learners may come from very varied 
cultural as well as educational backgrounds. Designing a 
programme that can cater for their immediate need as well as 
running it in the most efficient way is not a simple task. 
The Australian Adult Migrant Education Program has chosen a 
1earner-centred system which allows flexibility in response 
to needs analysis. These needs surveys are carried out 
from time to time within the programme so that the programme 
can make subsequent adjustments responding to the learners' 
needs accordingly. Brindley (1989:64) also says: 
"this initial phase of objective needs analysis is only 
a first step", once learning begins, ••• these lan-
guage-related needs will change and that second, par-
ticular learning needs will come to light which were 
not identified pre-course. It thus appears that two 
types of needs analysis are necessary.11 
This process of needs analysis, as taken up by the 
Council of Europe Modern Languages Projects Group, is making 
"the learning process, by being responsive to learners1 
expressed needs, becomes a source of its own change" (Rich-
terick, 1975:9-14). 
There are several methods for data collection and needs 
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analysis‘According to Berwick (1989) and Yalden 
(1983:103), the programme designer may consult or interview 
prospective learners to identify "who they are (what they 
bring with them) and what their purposes, needs and wishes 
are in learning the language (where they are going)11. This 
information will help him to accommodate individuals' goals. 
In this context, not only can the learner's needs be sur-
veyed, but also those of the individuals with whom the 
learner will be interacting so that more information can be 
gathered for the design of appropriate subject matter. 
One of the most commonly used methods in educational 
research for data collection, particularly in language needs 
assessment, is through surveys and questionnaires for data 
collection. There are several helpful types of checklists 
available for such purposes. Two of the most fundamental 
ones are the documents designed by Richterich (1983) and 
Richterich and Chancerel's (1980). They offer a comprehen-
sive list of topics under which data may be collected by a 
variety of methods in local planning situations. Informa-
tion gathered is classified into categories such as: basic 
demographical features, agents, roles, environments, func-
tions of communications, references to affective status, 
attitudes, means of communication and so on. Other examples 
may be found from Munby (1978) and Yalden (1980a). 
However/ as Holec (1980a:26) comments, the success of 
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the procedure in needs analysis depends on "just how the 
learner's needs are analyzed". In analyzing learners' 
needs, it is important that data should not be considered in 
a fragmented way. Yalden (1983:102) comments: 
"the chief danger has been identified as that of iso-
lating needs analysis from the other components in 
language program design. If it (needs analysis) can be 
part of the flexible approach separation of needs 
analysis from concern for the learner1s aptitude, 
learning strategies and personal interests need never 
take place, and the needs analysis - or survey - can 
continue to make an appropriate contribution to sylla-
bus and materials design.11 
After all the information has been studied and ana-
lyzed, a description of purposes for the programme can be 
produced, followed by potentially a great deal of useful 
information which may serve as the springboard to the next 
step in the process, and will evidently influence subsequent 
decisions and directions. 
Also, it is worthwhile to mention that needs analysis 
can improve the quality of teaching. Burnaby (1990:168) 
suggests that: 
"All teaching improves in quality if it is based di-
rectly on identified needs of the learners." 
In the next section, our attention is drawn to adult 
immigrant learners as they are the target subjects of needs 
analysis as well as the users of language programmes of this 
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study. An understanding of the characteristics of these 
learners will greatly help in designing suitable programmes 
for these learners. 
2.4.2 Adult Learners 
Since many language programmes are run for adult immi-
grants, an understanding of the characteristics of these 
learners will certainly help the programme designer to 
design a programme that can cater for their particular 
difficulties as well as the cognitive and affective needs of 
these adult learners• 
One common difficulty of adult learners is that they 
are usually very busy, with a lot of demands on their time. 
It is not always possible for them to attend class regular-
ly. Burnaby (1990:169) says: 
"Adults with low incomes who are working several jobs 
to make ends meet and with family responsibilities, a 
common circumstances for ESL literacy learners, have a 
particularly difficult time in attending class regular-
ly." 
If learners cannot attend classes regularly, then the pro-
gramme should be designed to avoid, where possible, an 
absence of a session by a learner will greatly hinder his 
progress in the programme. 
Burnaby (1990:169) also says ESL classes usually con-
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sist of "learners with many different levels of needs and 
skills". Therefore the course should be very flexible and 
adaptable to the variety of needs and levels of the learn-
ers • 
The Ministry of Education (B.C., Canada) in its "Eng-
lish as a Second Language for Adults: A Curriculum Guide" 
(1981:7-10) has highlighted some characteristics of adult 
learners. Some of them are listed below: 
"1 Adults have maturity and experience in life. They 
come to learning situations with a defined self image 
and a sense of who they are and what they want. They 
may also have extensive knowledge in particular areas. 
2. Adults are goal-oriented and want to apply learning 
promptly. 
3. Adults often prefer not to be evaluated. 
4. Adults prefer to be self-directing. 
5. Adults develop different learning styles. 
6. Adults' primary role in society is that of worker, 
not learner•" 
With an understanding of the above characteristics of 
the adult learners, the designer should be aware of the 
potential and limitations of the learners. 
Firstly, since adult learners "have maturity and expe-
rience in life'� t h e i r views should be respected and taken 
care of. There should be a possibility for the learner's 
views to be consulted before any finalized plan is to be 
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carried out in the course. Since they also have a defined 
self-image of themselves, the type of tasks and activities 
designed for them should correspond to their personal self-
image, educational background, language capability and 
interest. 
Secondly, adults are "goal-oriented and wanted to apply 
learning promptly". It is therefore necessary for the 
course designer to find out the goals of the learners and 
provide a teaching methodology for them to apply learning 
promptly. If the learners' goal is the ability to communi-
cate, then there should be a communicative syllabus rather 
than a long-term educational programme. 
Thirdly, if learners "do not preferred to be 
evaluated", then the course should avoid using any testing 
methods on their achievements. 
Fourthly, if adults "prefer to be self-directed" and 
they have "developed different learning styles", then the 
course should provide learners with a choice of activities 
through which they can learn in their own styles. 
Fifthly, since adults1 primary role in society is "that 
of worker, not learner", then they only need the language 
related to their work and they should not be expected to do 
homework unless they request to do so. 
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The Curriculum Guide (1981:9) of the Ministry of Ecluca-
tion also highlighted that "ESL students come from different 
cultural backgrounds, they will inevitably compare Canadian 
values and expectations with their own. Cultural notes have 
been included to provide assistance for the instructor." 
Therefore, the programme designer should also provide some 
instructions to the teachers with regard to the cultural 
background of the learners. 
In order that the adults may feel that the course is 
tailored to their particularly needs, the programme designer 
should prove to the learners that the course will be run 
with a specification of their requirements. The programme 
has a system built-in that allows learners and teachers 
negotiate from time to time. The programme arrangements can 
be adjusted flexibly to any changes in requirements, as 
Strevens (1976:150) comments； an ESP courses should be: 
"determined by the requirements of the learners rather 




RESEARCH DESIGN AND PROCEDURE 
3.1 Introduction 
The number of Chinese people emigrating from Hong Kong 
to overseas countries has increased, particularly since the 
mid-1980s after the signing of the Joint Declaration between 
the United Kingdom and the Chinese government, agreeing that 
Hong Kong will be returned to China after 1997. 
Many Chinese from either Hong Kong or China have re-
cently migrated to English speaking countries through work 
permits, family reunion or investment immigrant status. 
Many of them have, in fact, a very low proficiency in Eng-
lish and they lack verbal competence in English to allow 
them to lead a full life and communicate freely with native 
speakers. In fact this problem has loomed larger and become 
more evident. Therefore, it would be useful and desirable 
to 
(i) identify the genuine communication needs of these 
Chinese migrants through an empirical study, and 
(ii) with the informed findings, to arrive at a framework 
for designing language programmes that focus on their 
communication needs in the target language countries. 
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Although there are existing migrant language programmes 
run in various English speaking countries, the Chinese 
migrants do not seem to have responded to them with enthusi-
asm or find them particularly helpful. Some of the reasons 
were mentioned in Chapter 1 (section 1.1)； Their language 
needs are, therefore, hardly satisfied. What then can be 
done to go about this problem so that Chinese migrants can 
be released from the language limitations that have prevent-
ed them from leading a more confident and outreaching life, 
and from feeling settled in the host countries? What needs 
to be done as a first step is to take a hard look at their 
real needs, with the help of a survey. 
3.2 Survey Objectives 
The primary objective of the survey was to collect 
relevant data on Chinese immigrant learners1 communication 
needs. It attempted to obtain informed answers to the 
following questions: 
1. What are the communication situations in which the adult 
Chinese immigrants need to use English (the communica-
tion needs)? 
2. Once the communication situations/needs are identified, 
what may then be the factors that can affect the selec-
tion and sequencing of the teaching contents of the 
language programmes designed for these people 
(learners)? It may be necessary to find out: 
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(a) the degree of importance of each communication 
situation to an individual; 
(b) the frequency with which an individual encounters 
these specific needs/situations. 
(c) an individual's self perception of his English 
language ability in handling a particular communica-
tion need/situation. 
3. Are there any differences in the rating of communication 
needs between males and females? 
4. What is the most appropriate syllabus type to be chosen 
for these learners? 
5. which language skills do learners want to improve? What 
type of the language programme do they want to take? 
6• Have these immigrants attended any English courses? 
What are their experiences in these courses? 
7 . what are the most suitable time and the most suitable 
course length for these learners? 
8. Do the learners have any preference for Chinese or 
native speakers of English as their language instruc-
tors? 
All these considerations were incorporated into the 
questionnaires and, more importantly, specific questions 
were designed to help the subjects respond pointedly in 
providing the appropriate information for analysis. 
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3.3 The Subjects 
Three groups of subjects were recruited for the three 
phases of the study. 
3.3.1 Phase I Subjects (N = 10) 
Ten subjects were recruited. They were adult Chinese 
migrants who had a high level of proficiency in English and 
had resided in an English speaking country for at least two 
years. They were identified as high proficiency subjects 
(HPSs) in this survey. They were chosen because they had 
considerable experience as immigrants in English speaking 
countries. Because of their language competence, they had 
been able to extend their social circle to local communi-
ties. Therefore, they probably had a broader outlook and a 
better understanding of what kind of language use was needed 
for immigrants to settle and to integrate into the host 
countries. The choice of such a group of subjects has the 
corroborative support from Brindley's (1989) study in which 
he found that only well-educated and high proficiency learn-
ers were able to identify their communication needs while 
low proficiency learners only have vague idea of what they 
should learn. 
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3.3.2 Phase II Subjects (N = 30) 
Thirty other subjects, with background similar to the 
Phase I subjects, were recruited from five English speaking 
countries: New Zealand, Canada, the United Kingdom, Austra-
lia and the United States of America. Three male and three 
female subjects were recruited from each country, as shown 
in Table 1. Their educational background is given in Table 
2. 
Table 1: Distribution of HPSs bv Countries 
Sub-
Country Male Female Total 
New Zealand 3 3 6 
Australia 3 3 6 
U.K. , 3 3 6 
Canada 3 3 6 
U.S.A. 3 3 6 
TOTAL 30 
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Table 2: Educational Background of the HPSs 
Subjects 
Educational Background No. % 
Primary 0 0 
Secondary 2 6.67 
Post-secondary 4 13.33 
University Grad. 9 30 
Post-graduate 15 50 
TOTAL 30 100 
As shown in Table 2 above, 50% of the subjects were 
postgraduates and 30% were university graduates. Only 6.7% 
of the subject (2 persons) were secondary school graduates: 
one was a second language teacher teaching English to immi-
grants, and the other was a Justice of Peace who has a good 
understanding of the interest of the Chinese immigrants in 
his country. They were chosen because of their special 
characteristics. 
3.3.3 Phase III Subjects (N 二 50) 
Fifty adult Chinese immigrants (25 males and 25 fe-
males) residing in five English speaking countries were 
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recruited (Table 3). For the sake of easy reference and to 
distinguish them from the high proficiency subjects, they 
were identified as low proficiency subjects (LPSs) in the 
survey• 
T^ble 3: D i s t r i b u t i o n of LPSs bv Gender and Countries 
Country Male Female Sub-total 
New Zealand 5 5 
Australia 5 5 1 0 
U.K. 6 4 1 0 
Canada 5 5 10 
U.S.A. 4 6 10 
TOTAL 25 25 50 
They were characterized as follows: 
(i) they were adult Chinese immigrants; 
(ii) they generally had a low proficiency (Table 4); and 
( i i i ) they had taken some English courses before. 
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Table 4: LPSs' Perceptions of their own Language Skills 
Self-Perceptions of Lang. Skills Total 
( % ) 
Language Skill Poor Inadeq. Adequate Fluent % 
Speaking 10 62 26 2 100 
Listening 8 66 24 2 100 
Reading 14 56 30 0 100 
Writing 24 48 26 2 100 
As can be seen from Table 4 above, the majority of the 
50 subjects regarded their language skill as 'inadequate1. 
Their inadequacy was particularly obvious in listening and 
speaking, followed by reading, and writing. Only 2% consid-
ered their language skill to be fluent in speaking, listen-
ing and writing. Not a single subject rated his reading 
skill as 'fluent' in the responses. The results suggest 
that the Phase III subjects generally perceived their own 
English skills to be inadequate. 
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The age distribution of the subjects is shown in Table 
5 below. 
Table 5: Age Distribution of LPSs 
Group Age No• % 
l " ~ ~ Below 30 12 24 
2 31 to 40 21 42 
3 Above 40 17 3 4 
TOTAL 50 100 
In fact the subjects were originally grouped into five 
age groups, but for 2 age groups (Age 15-20 and �age over 
50’）， the subject numbers were too small for statistical 
analysis. Therefore they were incorporated into Group 1 and 
Group 3 respectively. 
3 4 Design of Questionnaires & Data Collection 
The whole questionnaire survey study was carried out in 
three phases, each with a different purpose. 
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3.4.1 Phase I: Preparation & Formulation of Questionnaire 
Draft 
After a review of some existing migrant English pro-
grammes and courses in Canada, the United States, Australia 
and the United Kingdom, a preliminary list of twenty commu-
nication situations requiring the use of English was drawn 
up (see Appendix A) and sent to the ten Phase I subjects 
(cf. 3.3.1) for comments and suggestions. This was to check 
and ensure (i) that the wording and meaning of the question-
naire items were clear and not difficult to the respondents, 
(ii) that the subjects in the main study would respond in 
the expected direction when the questionnaire was adminis-
tered, and (iii) that whether any additional topics should 
be added to the list from their experience as immigrants. 
3.4.2 Phase II: Design of Questionnaire I 
From the ten questionnaires returned the following 
topics were suggested for inclusion: 
Interviewing for a job 
a. Preparation before interview 
b. skill during interview c. sending a thank you card after an interview 
Gas Station 
Using the Bank 
Got lost 
Shopping: discount, on sale, directory 
Insurance: House, fire. 
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Most of the suggested topics could be incorporated into 
the original list of communication situations. A second 
list of communication situations with descriptors revised is 
given in Section A of Questionnaire I (Appendix B)• Section 
B contained a few questions on personal details (as a means 
to check the ^subjects' eligibility'). The 30 Phase II 
subjects were asked to rate the importance of each communi-
cation situation (CS) on a 4-point scale 
/ / / L 
not somewhat somewhat very 
important unimportant important important 
at all 
For the purpose of calculating the total scores of each 
CS, the following scores were given to each category: 
1 point to �not important at all1, 
2 points to ^somewhat unimportant1, 
3 points to ^ somewhat important1 
4 points to �very important'. 
There was additional space for suggestions of topics. 
3.4.3 Phase III: Questionnaire II 
Incorporating the importance ratings and further sug-
gestions given in the returns of Questionnaire I, a list of 
21 communication situations was finalized, which reflected 
the areas of language use the Chinese immigrants would be 
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engaged in, and which formed Section A of Questionnaire II 
(see Appendix C). Section B of Questionnaire II contained 
items focusing on the immigrant subjects1 biographical data 
such as age, educational background, experience with previ-
ous language courses, self-perception of English competence, 
reason(s) for attending a language course, preferences in 
relation to time, course duration and teachers1 ethnic 
background, etc. 
Section A of Questionnaire II was aimed at gathering 
information on the subjects1 perceived importance of the 21 
communication situations, the frequency of the given situa-
tions the subjects were engaged in, and the subjects' self-
perception of their own language ability in coping with the 
given communication situations. 
The whole of Questionnaire II was designed to encourage 
and facilitate subjects' responses by avoiding written or 
verbal explanations on their part. The fact that they were 
not required to give their names helped to relieve the 
subjects' worry of being identified for their frank and 
sincere responses and judgments. 
The English (original) version of Questionnaire II can 
be found in Appendix C, and the Chinese (translated) version 
can be found in Appendix D. The Chinese version was used in 
the survey. 
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Questionnaire II data were collected from 50 adult 
Chinese immigrants now staying overseas (cf. 3.3.3). The 
researcher had recruited overseas friends who had previous 
experience in research work to help in data collection. For 
New Zealand, Australia and Canada, 5 male and 5 female sub-
jects were recruited from each country. For the United 
Kingdom, 6 males and 4 female subjects were recruited and 
for the United States of America, 4 males and 6 female 
subjects were recruited. The total number of male and 
female subjects however was equal, 25:25 subjects. 
In this questionnaire (Questionnaire II)/ two addition-
al variables, 1 frequency' and 'language ability'f were 
incorporated. The 50 subjects were also asked to rate the 
frequency and their language ability in handling the commu-
nication situations on a 4-point scale: 
Frequency: 
^ ^ H L L _ _ ^ L ^ ^ H • 
very somewhat somewhat very 
seldom seldom frequent frequent 
Self-perception of Language Ability in handling the_CSs 
(Difficulty Level of the CSs): 
/ / L L very somewhat somewhat very 
difficult difficult easy easy 
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The scoring of points for these two variables were the same 
as the �importance' scores as mentioned in 3.4.2. 
The results of the survey are reported in the next 
chapter and the implications of these results will be dis-
cussed in Chapter 5. 
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CHAPTER 4 
RESULTS OF THE SURVEY 
4.1 Results of Questionnaire I (Phase II) 
Section 4.1 reports the results from the 30 high profi-
ciency subjects' (HPSs) importance rating of the 20 communi-
cation situations (CSs) as well as their suggestions on 
additional CSs. 
4.1.1 importance Ratings of Communication Situations (CSs) 
bv High Proficiency Subiects (HPSs) 
As described in 3.4.2, the 30 HPSs rated the degree of 
importance of the 20 CSs on a 4-point scale ("1" means "not 
important at all", "4" means "very important"). The results 
of the ratings are presented in Table 6. 
The overall mean for the 20 communication situations 
(CSs) was 3.37 which was higher than 2.5 (mid-point of the 
importance rating), suggesting all the CSs are reasonably 
important. The range of means was between 2.77 (the lowest) 
and 3.83 (the highest). Eighteen CSs scored a mean above 
>3« (somewhat important) and there were only two CSs which 
scored a mean below '3'. It is of interest to note that 
even with these 2 situations their means (2.93 & 2.77) were 
still closer to the value of '3' ("somewhat important") than 
closer to the value of '21 ("somewhat unimportant"). These 
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Table 6: Importance Ratings of CSs bv HPSs 
CS 
No. Communication Situations Mean* SD Ranking 
1. Meeting someone new 3.47 0.63 6 
2. Talking over the phone 3.73 0.45 3 
3. Dealing with money 3.20 0.85 16 
4. Making appointments 3.47 0.68 6 
5. Seeing the doctor 3.63 0.72 4 
6. Expressing feelings 2.93 0.58 19 
7. Making simple request 3.47 0.63 6 
8. Learning to drive 3.47 0.68 6 
9. Finding a job (1) 3.83 0.38 1 
10. Finding a job (2) 3.80 0.48 2 
11. Finding a place to live 3.43 0.57 10 
12. Using the bank & insurance 3.50 0.68 5 
13. Using public services 3.30 0.70 14 
14. Enrolling a child in school 3.37 0.67 11 
15. Meeting the teacher 3.23 0.57 15 
16. Describing objects 2.77 0.90 20 
17. Purchasing & maintaining a car 3.07 0.76 17 
18. Purchasing at a d/store 3.07 0.83 17 
19. Requesting services 3.33 0.71 12 
20. Useful expressions 3.33 0.71 12 
Overall mean 3.37 0.27 
* "1" means "not important at all", "2" means "somewhat 
unimportant", "3" means ！, somewhat important", "4" means 
"very important" 
results suggest that all the CSs identified appeared impor-
tant to the HPSs. 
The two highest means for the 20 CSs were CS 9 1 finding 
a job (1)' and CS 10 'finding a job (2)' . The lowest mean 
was recorded in CS 16 'Describing objects'. A more detailed 
description (the 1 descriptors1) of each situation can be 
found in Appendix B. 
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4.1.2 Suggestions of Additional CSs 
In Questionnaire I, the 30 high proficiency subjects 
(HPSs) were asked to suggest other important CSs for English 
programmes. The following list represents the suggestions 
given by the HPSs: 
restaurant and making an order at fast food stores 
Emergency call: Fire, police, burglary 
Police custody, eye-witness 
Hair salon 
Immigration - extending visa 
Renting & buying a house 
At the supermarket 
Communicating with neighbours 
Dealing with government departments on rate problems 
and social welfare support 
Going to local church (with English speaking congrega-
tion ) 
Mass media (newspaper, T.V., radio) 
Social interacting technique 
Neighbourhood watch co-operation 
Some of the above suggestions had actually been includ-
ed as descriptors, though the wording might be slightly 
different. Three subjects regarded the "restaurant" situa-
tion as important. Because this represented a view of 10% 
subjects, it was included as an additional CS, i.e., CS 21 
in Section A of Questionnaire II. Other suggested CSs were 
too diversified and did not score more than 10% of the total 
number of subjects. They might only represent personal 
experiences. Thus they were not included in Questionnaire 
II. The final list of CSs to be used for the main study is 
shown in Table 7• 
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Table 7: The Final List of CSs 
1. Meeting someone you do not know 
I 2. Talking over the phone 
I 3. Dealing with money | 
4. Making appointments i 
5. Seeing the doctor 
6. Expressing feelings 
7. Making simple request ！ 
8. Learning to drive 
； 9. Finding a job (1) 
10. Finding a job (2) | 
11. Finding a place to live j 
12. Using the bank & insurance | 
13. Using public services 
14. Enrolling a child in school 
15. Meeting the teacher 
16. Describing objects 
17. Purchasing & maintaining a car 
18. Purchasing at a department store 
19. Requesting services 
20. Useful expressions 
21. Dining out 
4.2 Results of Questionnaire II (Phase III) 
As mentioned in section 3.4.3, Questionnaire 工工 had two 
Sections: A & B. Section A aimed at collecting information 
on: 
(i) the 50 low proficiency subjects' (LPSs) importance 
rating of the 21 communication situations, 
(ii) the frequency ratings of the LPSs in encountering 
each communication situation, 
(iii) the LPSs1 perception of their own English ability in 
handling each communication situation. 
The results of these three variables are reported in sec-
tions 4.2.1 to 4,2.3. 
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Section B aimed at collecting the subjects' biographi-
cal data such as gender, age, educational background, expe-
rience with previous language courses, self-perception of 
English competence, reason(s) for attending a language 
course, preferences in relation to time, course duration and 
teachers' ethnic background, etc. Information such as the 
LPSs1 age and self-perception of English competence had been 
reported in section 3.3.3. In order to derive more useful 
information from the data collected, some statistical analy-
ses were performed with the following two objectives. 
First, it would be interesting to find out if there was any 
significant difference in the rating of importance, frequen-
cy and self-perception of language ability between male and 
female subjects. Second, analyses on some of the biographi-
cal data may help to find out the general feeling and pref-
erences of immigrants. These results may be useful informa-
tion for future design of.English programmes for adult 
Chinese immigrants. The analyses performed included: 
priorities of language skills improvement (section 4.2.9), 
preferences in course length and arrangements (section 
4.2.10)f preferences in class sessions (section 4.2.10, 
Table 21), and preference in the choice of Chinese or native 
speakers of English as teachers for their courses (section 
4.2.11). All the results from analyses of the Sections B 
data of Questionnaire 工I are reported in the subsections 
below. 
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4.2.1 Importance Ratings of Communication Situations_(CSs) 
bv Low Proficiency Subjects (LPSs) 
Table 8 shows the means, standard deviations and rank-
ing of the 21 CSs as rated by the LPSs. 
Table 8: Importance Ratings of CSs bv LPSs 
CS 
No. Communication Situations Mean* SD Ranking 
1. Meeting someone you 
do not know 3.20 0.67 7 
2. Talking over the phone 3.30 0.65 5 
3. Dealing with money 2.90 0.76 18 
4. Making appointments 3.06 0.62 12 
5. Seeing the doctor 3.64 0.63 1 
6. Expressing feelings 3.12 0.72 9 
7. Making simple request 3.04 0.70 15 
8. Learning to drive 3.33 0.80 4 
9. Finding a job (1) 3.48 0.54 2 
10. Finding a job (2) 3.48 0.54 2 
11. Finding a place to live 3.10 0.76 10 
12. Using the bank & insurance 3.26 0.56 6 
13. Using public services 3.06 0.68 12 
14. Enrolling a child in school 3.17 0.82 8 
15. Meeting the teacher 3.04 0.82 15 
16. Describing objects 2.76 0.77 19 
17. Purchasing & maintaining a car 2.94 0.84 17 
18. Purchasing at a d/store 2.74 0.85 20 
19. Requesting services 3.10 0.68 10 
20. Useful expressions 3.06 0.59 12 
21. Dining out 2.74 0.66 20 
Overall Mean 3.12 0.24 
* "1" means "not important at all", "2" means "somewhat 
unimportant", "3" means "somewhat important", "4" means 
"very important" 
The overall mean for the 21 CSs was 3.12, indicating 
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that these CSs as a whole were regarded as important by the 
LPSs. The range of means was between 2.74 (the lowest) and 
3.64 (the highest). Sixteen CSs (76.09%) scored a mean 
above '3' which suggested the importance of these CSs. 
These included 1 seeing the doctor, 1 finding jobs (1) & (2)1, 
1 learning to drive' and 'talking over the phone1• Only 5 
CSs (23.81%) scored a mean below '3', yet the lowest mean 
(2.74) was higher than '2.5' (the mid-point of the impor-
tance scale), indicating that the LPSs also gave some impor-
tance to these CSs. These 5 CSs were 'purchasing and main-
taining a car1 'dealing with money', 'describing objects', 
'purchasing at a department store, and 'dining out，. These 
findings suggested all 21 CSs should be included in a typi-
cal English programme for LPSs. 
However, the overall mean of LPSs (3.12) was lower than 
the overall mean of HPSs (3.37) reported in subsection 4.1.1 
(Table 6). T-test on the ratings of the individual scores 
revealed a significant difference between these two groups 
of subjects (P = 0.000), indicating that the HPSs attached 
higher importance ratings to the CSs than the LPSs. 
4.2.2 Frequency Ratings of CSs being encountered by LPSs 
In addition to the importance rating of the CSs, to 
design an effective English programmes, it is necessary to 
also understand how frequently these CSs were encountered in 
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the subjects' daily life. This frequency rating would be 
helpful in designing the sequence of these CSs to be taught 
in a typical English programme. The more frequently a 
CS was encountered by the subjects, the earlier that GS 
should be introduced in the programme. This would help the 
learners to use the training they received more immediately 
in their daily life. Table 9 presents the means and stand-
ard deviations of the frequency ratings of the CSs being 
encountered by LPSs. 
Table 9: Frequency Ratings of CSs bv LPSs 
CS 
No. Communication Situations Mean* SD Ranking 
1. Meeting someone you „ 
do not know 2.54 0.89 5 
2. Talking over the phone 2,58 0.99 3 
3. Dealing with money 2.54 0.93 5 
4. Making appointments 2.84 0.84 2 
5. Seeing the doctor 1.90 0.79 19 
6. Expressing feelings 2.12 0.72 13 
7. Making simple request 2.90 0.86 1 
8. Learning to drive 2.39 1 •二 ° 
9. Finding a job (1) 2.18 0.92 12 
10. Finding a job (2) 2.04 0-^5 15 
11. Finding a place to live 1-92 
12. Using the bank & insurance 2.26 0.85 ±0 
13. Using public services 2.42 7 
14. Enrolling a child in school 1.79 0.91 
15. Meeting the teacher 1.70 21 
16. Describing objects 2.22 11 
17. Purchasing & maint. a car 2.04 0.9= 18. Purchasing at a d/store 1.96 0-86 17 
19. Requesting services 2.08 14 
20. Useful expressions 2.58 0.96 3 
21 • Dinning out 2- 3 2 0. 8 4 9 
Overall mean 2.25 0.33 
* "lrt means "very seldom" / "2" means 11 somewhat seldom", "3" 
means "somewhat frequent", "4" means "very frequent" 
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The overall mean for the 21 CS was 2.25, indicating 
that the overall frequency of encountering the CSs as a 
whole was regarded as 1 somewhat seldom1 by the LPSs. The 
range of means was between the lowest 1.70 and the highest 
2.90. The CSs which scored higher means included 'making 
simple request', 1 making appointments', 1 talking over the 
phone1, 'useful expression', ’meeting someone you do not 
know1 and •dealing with m o n e y� 'Making simple request1 was 
regarded as the most frequently encountered CS. Five CSs 
scored a mean below '21. They were 'meeting the teacher1, 
•enrolling a child in school1, 1 seeing the doctor', 'finding 
a place to live' and 'purchasing at a department store1. 
4.2.3 Self-Perception of Language Ability in_Coping_with 
the CSs bv LPSs 
Another important dimension one has to consider when 
designing a language programme is the proficiency level of 
the learners. Questionnaire II surveyed how LPSs graded 
their language ability in terms of their perceived difficul-
ty level of handling the 21 CSs. The responses are impor-
tant for designing training programmes at the appropriate 
levels of difficulty and for developing teaching and learn-
ing material 'tailor-made' to cater for the learners' needs. 
Table 10 shows the LPSs1 ratings of the difficulty 
level of each CS• 
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Table 10: LPSs1 Ratings of Difficulty Level of 
the CSs as a Reflection of Their Language Ability 
CS 
No. Communication Situations Mean* SD Ranking 
1. Meeting someone you 
do not know 2.34 0.82 7 
2. Talking over the phone 2.22 0.77 11 
3. Dealing with money 2.60 0.83 3 
4. Making appointments 2.76 0.85 1 
5. Seeing the doctor 1.58 0.67 21 
6. Expressing feelings 2.20 0.88 12 
7. Making simple request 2.60 0.81 3 
8. Learning to drive 2.71 0.87 2 
9. Finding a job (1) 2.02 0.80 15 
10. Finding a job (2) 1-86 0.83 19 
11. Finding a place to live 1.90 0.76 18 
12. Using the bank & insurance 2.10 0.79 13 
13. Using public services 2.40 0.90 6 
14. Enrolling a child in school 1.98 0.81 16 
15. Meeting the teacher 1.98 0.78 16 
16. Describing objects 2.28 0.81 10 
17. Purchasing & maintaining 
a car 1.85 0.71 20 
18. Purchasing at a d/store 2.29 0.81 9 
19. Requesting services 2.08 0.75 14 
20. Useful expressions 2.49 0.82 5 
21.Dinning out 2.34 0>87 7 
Overall Mean 2.22 0.31 
* "1" means "very difficult", "2" means "somewhat 
difficult", "3" means "somewhat easy", "4" means "very 
easy" 
The overall mean for the 21 CSs was 2.22, indicating 
that the subjects perceived their language ability relative-
ly low in handling these CSs, which were considered "some-
what difficult". The range of means was between the lowest 
1.68 and the highest 2.76. The CSs which were perceived as 
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easy (with higher means) included 'making appointments' 
'learning to d r i v e� ’dealing with money1, 'making simple 
request1 and ,useful expressions'. Eleven CSs scored a mean 
between ’2' to '2.5'7 indicating that they were nearer to 
the 'somewhat difficult' category. The remaining 6 CSs 
scored a mean below ’2', indicating these CSs were consid-
ered as the more difficult ones. These included 1 seeing the 
doctor', 'purchasing & maintaining a c a r � 1 finding a job 
(2)1,'enrolling a child in school1 and 'meeting the teach-
er' .'Seeing the doctor1 was regarded as the most difficult 
CS. 
The perceived language ability ratings of the CSs are 
important indicators in choosing the relevant level of 
English to be introduced in that particular CS. For exam-
ple, 1 seeing the doctor' was rated as the most difficult CS 
(ranked 21), suggesting that the LPSs felt most inadequate 
to handle this CS. 
4.2.4 A Master List of Ratings of CSs bv Importance, Fre-
quency & Perceived Language Ability 
In order to present a comprehensive view of the LPSs‘ 
ratings to: (1) the importance of the CSs, (2) the frequen-
cies they encountered these CSs and (3) their perceived 
language abilities in handling these CSs, a master list 
which gives the relevant means and ranking in relation to 
these three variables is compiled in Table 11. 
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Table 11: A Master List of Ratings of CSs 
bv Importance, Frequency & 
Difficulty Level (Perceived Language Ability) 
Importance Frequencies Perc.Lang.Abil• 
Communication Situations Mean*[Rank Mean** IRank Mean***""“Rank 
1. Meeting someone new 3.20 7 2.54 5 2.3A 7 
2. Talking over the phone 3.30 5 2.58 3 2.22 11 
3. Dealing with monay 2.90 18 2.5A 5 2.60 3 
A. Making appointments 3.06 12 2.84 2 2.76 1 
5. Seeing the doctor 3.6A 1 1.90 19 1.58 21 
6. Expressing feelings 3.12 9 2.12 13 2.20 12 
7. Making simple request 3.04 15 2.90 1 2.60 3 
8. Learning to drive 3.33 k 2.39 8 2.66 2 
9. Finding a job (1) 3.A8 2 2.18 12 2.02 15 
10. Finding a job (2) 3.A8 2 2.OA 15 1.86 19 
11. Finding a place to live 3.10 10 1.92 18 1.90 18 
12. Using the bank & insur. 3.26 6 2.26 10 2.10 13 
13. Using public services 3.06 12 2.42 7 2.40 6 
1A. Enrolling a child in sch. 3.17 8 1.79 20 1.98 16 
15. Meeting the teacher 3.OA 15 1.70 21 1.98 16 
16. Describing objects 2.76 19 2.22 11 2.28 10 
17. Purchasing & maint. a car 2.9A 17 2.04 15 1.85 20 
18. Purchasing at dep. a store 1.1k 20 1.96 17 2.29 9 
19. Requesting services 3.10 10 2.08 14 2.08 U 
20. Useful expressions 3.06 12 2.58 3 2.49 5 
21. I Dining out 2.7A 20 2.32 9 2.34 7 
Overall mean 3.12 2.25 2.22 
， 1 i • • 
* "1" means "not important at all", "4" means "very important" 
** "1" means "very seldom", "4" means "very frequent" 
*** “ 111 means "very difficult", "4" means "very easy" 
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4.2.5 The Correlation between Importance and_Frequency 
Ratings along each CS 
In order to find out if there were any correlation 
between importance and frequency ratings along each CS, a 
Pearson Correlation was run. The purpose of this analysis 
was to find out if there was any CSs which had correlation 
between importance and frequency ratings when the 50 LPSs1 
individual ratings were studied. Individual ratings in 
importance and frequency of each CS was entered into the 
analysis. The result revealed that there was poor correla-
tion between these two variables. Sixteen CSs (76%) was in 
the 0.19 to 0.44 coefficient of correlation range. Only 24% 
(5 CSs) was in the 0.5 to 0.61 range. These 5 CSs are 
marked with "+" in Table 12 below. 
Table 12: The Co-efficient of Correlation 
between Importance and Frequency Ratings Along Each CS 
Communication Situations Co-efficient of Correlation 
1. Meeting someone you do not know 0.60+ 
2. Talking over the phone 0.29 
3. Dealing with money 0.61+ 
4. Making appointments 0.55+ 
5. Seeing the doctor 0.21 
6. Expressing feelings 0.29 
7. Making simple request 0.38 
8. Learning to drive 0.51+ 
9. Finding a job (1) °- 3 5 
10. Finding a job (2) 0 • 二 
11. Finding a place to live 0.42 
12. Using the Bank & Insurance 0.32 
13. Using Public Services 0.19 
14. Enrolling a child in School 0.33 
15. Meeting the teacher °- 3 5 
16. Describing objects 0.40 
17. Purchasing & maintaining a car 0.33 
18. Purchasing at a department store 0.44 
19. Requesting services 0.19 
20. Useful Expressions 0.54+ 
21. Dining out °- 3 6 
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The low correlation along each CS of its importance and 
frequency ratings suggested that these two ratings were 
indeed independent. While earlier studies may not recognize 
these two variables1 contribution to programme design, the 
results of this study suggest that these two variables could 
provide separate insights for programme design. The impor-
tance rating could inform whether a particular CS should be 
included or not, and to a certain extent, could suggest the 
order of this CS to be introduced in the programme. The 
frequency ratings provide an additional insight. A more 
frequently encountered CS could be introduced earlier in the 
programme for the immediate benefits of the learners in the 
programme. 
4.2.6 A Comparison of Importance Ratings of CSs between 
Male and Female LPSs 
In order to find out if there were any differences in 
the ratings of importance, frequency and perceived language 
abilities between male arid female subjects, some statistical 
comparisons were made. The result may help to find out if 
gender is an important variable to consider when designing 
language programmes. 
Table 13 gives the overall means of male and female 
subjects on importance ratings along each CS. The table 
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also shows the P-values of each CS between these two groups 
of subjects. The CSs which had significant differences 
(i.e. P-value < 0.05) are marked with a "+"• 
Table 13: The Mean, SD & P-Values of 
Importance Ratings of CSs bv Male and Female LPSs 
Male Female 
Communication Situations Mean* SD Mean* SD P-Value 
1. Meeting someone new 3.04 0.74 3.40 0.58 0.03+ 
2. Talking over the phone 3.20 0.65 3.44 0.58 0.09 
3. Dealing with money 2.76 0.83 3.04 0.84 0.12 
4. Making appointments 2.84 0.69 3.24 0,44 0.01+ 
5. Seeing the doctor 3.68 0.48 3.60 0.76 0.33 
6. Expressing feelings 3.04 0.79 3.16 0.62 0.28 
7. Making simple request 2.84 0.75 3.24 0.60 0.02+ 
8. Learning to drive 3.16 0.85 3.50 0.72 0.07 
9. Finding a job (1) 3.48 0.51 3.52 0.59 0.40 
10. Finding a job (2) 3.56 0.51 3-44 0.58 0.22 
11‘ Finding a place to live 3.00 0.82 3.16 0.75 0.24 
12. Using the bank & insur. 3.16 0.55 3.36 0.57 0.X1 
13. Using public services 3.04 0.73 3.08 0.64 0.42 
14. Enroll'g a child in sch. 2.96 0.91 3.39 0.66 0.03+ 
15. Meeting the teacher 2.76 0.88 3.35 0.65 0.01+ 
16. Describing objects 2.64 0.81 2.88 0.73 0.14 
17. Purchasing & Maint. ^ … 八 m A 
a c a r .2.84 0.94 3.04 0.71 0.20 
18. Purchasing at a d/store 2.52 1.0� 2.96 0.61 0.34 
19. Requesting services 3,00 0.71 3.16 0.69 0.21 
20. Useful expressions 2.92 0.58 3.20 0.58 
21. Dining out 2,56 0.71 2.92 0.57 0.03+ 
Overall mean 3.01 0.80 3.26 0.64 0.001 
* "1" means "not important at all", "2" means "somewhat 
unimportant", "3" means "somewhat important", "4" means 
"very important" 
+ = significant difference 
The range of means on importance ratings for male 
subjects was between the lowest 2.52 and the highest 3.68. 
The female subjects1 range of means was between the lowest 
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2.88 and the highest 3.60. The overall mean of male sub-
jects was 3.01 and the female subjects was 3.26. T-test 
revealed a P-value of 0.001, indicating that female sub-
jects generally rated the importance of the CSs significant-
ly higher than male subjects. 
The two sets of ratings revealed some commonalities and 
differences. 'Seeing the doctor1 was rated as the most 
important CS by both the male and female subjects. Both 
groups of subjects also gave high ratings to 1 finding the 
|ob ( 2 )� 'learning to drive1, and 'talking over the phone，• 
In total, there were 14 CSs which reported no significant 
differences between male and female subjects in the rating 
of importance (P > 0.05). 
However, female subjects gave significantly higher 
ratings for 'enrolling a child in school' (3.39) and 1 meet-
ing the teacher1 (3.35). But the male subjects gave lower 
ratings in these CSs (2.96 and 2.76 respectively). In total 
there were 7 CSs which reported significant differences (P < 
0.05) between male and female subjects. They included: 
Meeting someone you don't know 
making appointments 
making simple request 
enrolling a child at school 




While one may assume the importance ratings between 
male and female subjects were reasonably similar, it is also 
important to consider other indicators of preferences such 
as the ranking order of the CSs by the two gender groups. 
The need to investigate the ranking order is especially 
important because the male and female subjects may display 
different response patterns. In this study, male subjects 
seemed to use the importance scale more liberally (from 2.52 
to 3.68) while female subjects used the scales more conser-
vatively (from 2.88 to 3.60). Comparing the ranking order 
would be more robust from this response bias. 
Table 14 shows the ranking orders of the importance 
ratings of the CSs by the two gender groups. 
Of the 21 CSs, only 5 CSs had the same ranking order 
between the male and female subjects (marked by '#')• This 
suggests that there were significant differences in their 
ranking of the importance of the CSs (also supported by the 
P-value (0.001) in the overall mean, Table 13, p. 75). The 
five CSs that had the same ranking order were: 
seeing the doctor 
talking over the phone 
meeting someone you don't know 
dealing with money 
dining out. 
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Table 14: Rankings of Importance Ratings 
of CSs bv Male and Female LPSs 
Male Female 
Rank1g Rank'g 
Order CS Mean* Order CS M e a n * 
朴 l. Seeing the doctor 3.68 1. Seeing the doctor 3.60 
2. Finding a job (2) 3.56 2. Finding a job (1) 3.52 
3. Finding a job (1) 3.A8 3. Learning to drive 3.50 
// A. Talking over the A. Talking over the 
phone 3.20 phone ” ） 
5. Using the bank & Finding a job (2) 3.44 
insur. 3.16 
5. Learning to drive 3.16 6. Enrolling a child 
in school 3.39 
扑 7. Meeting someone new 3.04 7. Meeting someone new 3.38 
7. using public serv. 3.OA 8. Using the bank & 
Insur. 3.36 
7. Expressing feeling 3.OA 9. Meeting the teacher 3.35 
10. Finding a place to 10. Making simple 
live 3.00 request 3.24 
10. Requesting serv. 3.00 10. Making appointft 3.24 
12. Enrolling a child 12, Useful expressions 3.20 
in school 2.96 
13. Useful expressions 2.92 13. Requesting services 3.16 
14 Making appointment 2.84 13. Expressing feeling 3.16 
14. Purchasing & Maint. 13. Finding a place to 
a car 2.8A live 3.16 
U . Making simple 16. Using public serv. 3.08 
request 2.84 
廿 17. Dealing with money 2.76 17. Dealing with money 3.04 
17. Meeting the teacher 2.76. 17. Purchasing & Maint. 
a car 3.04 
19. Describing objects 2.64 19. Purchasing at a 
d/store 2.96 
# 20. Dining out 2.56 20. Dining out ^.92 
21. Purchasing at a 21. Describing objects 2.88 
d/store 2.52 
# "1" means "not important at all", "2" means "somewhat 
unimportant", "3" means "somewhat important", "4" means 
"very important" # = same ranking order 
78 
To conclude, a comparison on the results of importance 
ratings of the two gender groups suggests that separate 
English programmes be designed for male and female learn-
ers . 
4.2.7 A Comparison of Freauenrv Ratings of CSs between Male 
and Female LPSs 
T a ble 15 givfes the overall means of male and female 
subjects on the frequency rating of each CS. The table also 
shows the P-values of each CS between these two gender 
groups. The CSs which had significant differences are 
marked with "+"• 
The range of means on frequency ratings for male sub-
jects was between the lowest 1.50 and the highest 2.68. The 
female subjects' range of means was between the lowest 1.87 
and the highest 3.08. The overall mean of male subjects was 
2.15 and the female subjects was 2.34. T-test revealed a P-
value of 0.04, indicating that female subjects generally 
rated the frequency of the CSs significantly higher than 
male subjects. 
The two sets of ratings also revealed some commonali-
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Table 15: The Mean. SD & P_Values of 
Frequency Ratings of CSs bv Male and Female LPSs 
Male Female 
Communication Situations Mean* SD Mean* SD P-Value 
1. Meeting someone new 2.28 0.68 2.80 1.00 0.01+ 
2. Talking over the phone 2.36 0.99 2.80 0.98 0.06 I 
3. Dealing with money 2.44 0.87 2.68 1.03 0.18 
4. Making appointments 2.68 0.80 3.04 0.84 0.06 
5. Seeing the doctor 1.68 0.69 2.12 0.78 0.02+ � 
6. Expressing feelings 2.04 0.79 2.28 0.68 0.12 
7. Making simple request^ 2.68 0.85 3.08 0.86 0.05+ , 
8• Learning to drive 2.16 1.03 2.46 0.93 0.14 
9. Finding a job (1) 2.20 0.96 2.20 0.87 0.50 
10. Finding a job (2) 2.12 0.97 1.96 0.93 0.28 
11. Finding a place to live 1.80 0.82 2.04 ‘ 0.89 0.16 
12. Using the bank & insur. 2.28 0.98 2.24 0.72 0.43 
13. Using public services 2.44 0.82 2.40 0.65 0.42 
14. Enroll,g a child in sch. 1.50 0.75 2.00 0.95 0.22 
15. Meeting the teacher 1.50 0.59 1.91 1.00 0.04+ 
16. Describing objects 2.16 0.62 2.32 0.85 O . Z Z 
17. Purchasing & Maint. . " ^ 
a c a r 2.16 0.90 1.87 1.06 0.15 
18. Purchasing at a d/store 1.88 0.83 2.04 0.89 0.26 
19. Requesting services 2.20 0.82 1.96 0.93 0.17 
20. Useful expressions 2.46 0.93 2.72 0.98 0.17 
21. Dinning out 2.20 0.82 2.40 0.82 0.19 
Overall mean 2.15 0.33 2.34 0.37 0.04 
* "1" means "very seldom", "2" means "somewhat seldom", "3" 
means "somewhat frequent，、 "4" means very frequent" 
+ = significant difference 
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ties and differences, 'Making simple request' was rated as 
the most frequently encountered CS by both the male and 
female subjects. The male subjects also rated 'making 
appointment1 as an additional most frequently encountered 
CS, while the female rated it as of second most frequently 
encountered CS. Both subject groups also gave high ratings 
to 'talking over the phone1, 'useful expression' and 1 learn-
ing to drive'. In total, there were 17 CSs which reported 
no significant differences between male and female subjects 
in the rating of frequency (P > 0.05). 
However, female subjects gave significantly higher 
ratings for 'meeting someone new1 (2.80), 1 seeing the doc-
tor' (2.12) and 'meeting the teacher' (1.91). But the male 
subjects gave lower ratings in these CSs (2.28, 1.68 and 
1.50 respectively). In total there were four CSs which 
reported significant differences (P < 0.05) between male and 
female subjects. They included: 
making simple request 
meeting someone new 
seeing the doctor 
meeting the teacher. 
While one may assume the frequency ratings between male 
and female subjects were reasonably similar, if we look at 
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the two sets of frequency ranking orders of the CSs as we 
have done with the importance variable (section 4.2.6), we 
find that these two subject groups did display different 
response patterns in frequency ratings. In this study, 
male subjects seemed to use a much lower rating scales (1.5 
to 2.68) than the female subjects (1.87 to 3.08). Comparing 
the ranking orders would be more robust from this response 
bias. 
The ranking orders of CSs by frequency means rated by 
the male and female subjects are given in Table 16. The CSs 
that had the same ranking order are marked with "#"• 
Of the 21 CSs, only 3 CSs had the same ranking order 
between the male and female subjects. This suggests that 
there were significant differences in the perceived frequen-
cy of the CSs between these two gender groups (also support-
ed by the P-value (0.04) in the overall means, Table 15, 
p.80). The 3 CSs that had the same ranking order were: 
making simple request 
useful expression 
learning to drive. 
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Table 16: Rankings of Frequency Ratings 
of CSs bv Male and Female LPSs 
Male Female 
Rank'g Rank'g . 
Order CS Mean* Order CS M e a n * 
# 1. Making simple req. 2.68 1. Making simple req. 3.08 
I. Making appointment 2.68 2. Making appointment 3.04 
3. Dealing with money 2.AA 3. Meeting someone new 2.80 
A. Using public serv. 2.40 3. Talking over the 
phone 2.80 
朴 5 . Useful expressions 2.39 5. Useful expressions 2.72 
6. Talking over the 6. Dealing with money 2.68 
phone 2.36 
if 7. Learning to drive 2.32 7. Learning to drive 2.76 
8. Meeting someone 8. Using public 
new 2.28 services 
8. Finding a job (2) 2.28 8. Dining out . 2 AO 
8. Using the bank & 10. Describing object 2.32 
insur• 2•28 
11 Finding a job (1) 2.20 11. Expressing feelings 2.28 
II. Requesting services 2.20 12. Using the bank & insur. 2.2A 
11. Dining out 2.20 13. Finding a job (1) 2.20 
U . Purchasing & Maint. Seeing the doctor 2.12 
a car 2.16 
U . Describing objects 2.16 15. Finding a place to live 2.04 
16. Expressing feeling 2.04 15. Purchasing at a 
d/store 2.04 
17. Purchasing at a 17. Enrolling a child 
d/store 1.88 in school 2- 0 0 
18. Finding a place 18. Finding a job (2) 1.96 
to live 1.80 19. Seeing a doctor 1.68 18. Requesting services 1.96 
20. Enrolling a child 20. Meeting the teacher 1.91 
in school 1.50 . 
20 Meeting the teacher 1.50 21. Purchasing & Maint. 
a car L87 
* "1" means "very seldom", "2” means "somewhat seldom", "3" 
means "somewhat frequent", "4" means very frequent" 
# = same ranking order 
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To conclude, a Comparison on the results of frequency 
ratings of the two gender groups suggests that separate 
English programmes be designed for male and female learners. 
4.2.8 A Comparison of Self-Perception of Language Ability In 
Handling the CSs between Male and Female LPSs 
T a ble 17 shows how the male and female subjects graded 
their language abilities in terms of their perceived diffi-
culty level of handling the 21 CSs. The table also shows 
the P-values of each Cs between them. There was no CS which 
had significant differences (P > 0.05). 
The range of means on difficulty levels of CSs (per-
ceived language abilities) for the male subjects was between 
the lowest 1.48 and the highest 2.84. The female subjects' 
range of means was between the lowest 1.68 and the highest 
2 . 8 4 . The overall mean of male subjects 2.17 and the female 
subjects was 2.29. There was no CS which showed a signifi-
cant difference between the two genders. The P-value of the 
overall means 0.12 (Table 17) suggested that there was no 
significance in saying that the male subjects had greater 
difficulties in English language ability than the female 
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Table 17: The Meanr SD & P-Values of • Difficulty Level Retinas of rss (Perceived Lang, Abilities} 
bv Male and Female LPSs 
Male Female 
Communication Situations Mean* s 
1.1 Meeting someone new 0.69 2.52 0.92 0.60 
2. Talking over the phone 2.12 0.78 2.36 0.81 0.15 
3. Dealing with money 2.60 0.76 2.60 0.91 0.50 
4. Making appointments 2.64 0.76 2 - 84 0.90 0.20 
5. Seeing the doctor 1.48 0.59 1-68 0.75 0.15 
6. Expressing feelings 2.04 0.89 2.40 0.87 0.07 
7. Making simple request 2,56 0.71 2.64 0.91 0.37 
8. Learning to drive 2.84 0.69 2.58 0.97 0.15 
9. Finding a job (1) 1.92 0.64 2.12 0.93 0.19 
10. Finding a job (2) 1.80 0.71 2.00 1.00 0.21 
11. Finding a place to live 1.88 0.78 1-92 0.76 0.43 
12. Using the bank & insur. 2.12 0.88 2.12 0.73 0-50 
13 Using public services 2.28 0.94 2.56 0.87 0.14 
14. Enroll»g a child in sch. 1.75 0.74 2.14 0.85 0.05 
15. Meeting the teacher 1-88 0.85 2.05 0.67 0.23 
16. Describing objects 2.36 0.86 2.24 0.87 0.30 
1 7 • ^ r c a r 1 1 1 9 & M a i n t ' 1.96 0.79 1.74 0.62 0.14 
18. Purchasing at a d/store 2.20 0.82 2.42 0.78 0.17 
19. Requesting services 2.16 0.75 2.04 0.79 0.29 
20. Useful expressions 2.43 0.59 2.68 0 95 0 15 
21. Dining out 2.28 O./y z * J O u � 
Overall m e a n 2 . 1 7 0.33 2.29 |o.32 。•：L2 | 
* "1" means "very difficult", "2" means "somewhat difficult", 
"3" means "somewhat easy", "4" means "very easy 
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subjects when handling the 21 CSs. 
一 The two sets of ratings revealed some commonali-
ties and differences. 'Seeing the doctor' was regarded as 
the most difficult CS by both subject groups. Both groups 
considered 1 making appointment', 1 dealing with money' and 
1 making simple request1 as comparatively easy CSs and con-
sidered 'finding jobs (2)， and 'finding a place to live' as 
comparatively difficult ones. However, there were bigger 
differences in 'learning to drive' and 'enrolling a child at 
school1. The male subjects considered 1 learning to drive' 
as the easiest, while the female subjects considered 'making 
appointment1 as the easiest. Female subjects considered 
1 enrolling a child1 much easier than the male subjects. 
Since the ratings of the difficulty levels of the 21 
CSs did not reveal any significant perspective in language 
abilities between the two gender groups, perhaps two sepa-
rate sets of ranking by the male and female subjects may 
give some insight to the perceptions of these two groups. 
Table 18 reports the differences in the ranking of the 21 
CSs. There were only two CSs which had the same ranking 
order. They were 'meeting someone new' and 1 seeing the 
doctor' (marked by "#" in Table 18). The rest 19 CSs were 
ranked very differently by the two groups. 
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Table 18: Rankings of Difficulty Level Ratings 
of CSs (Perceived Lang. Abilities1 bv Male and Female LPSs 
— Male Female 
Rank'g Rank'g 
Order CS Mean* Order CS Mean* 
1. Learning to drive 2.8A 1. Making appointment 2.84 
2. Making appointment 2.6A 2. Useful expressions 2.68 
3. Dealing with money 2.60 3. Making simple req. 2.64 
4. Making simple req. 2.56 A. Dealing with money 2.60 
5. Useful expressions 2.A3 5. Learning to drive 2.58 
6. Describing objects 2.36 6. Using public serv. 2.56 
# 7. Meeting someone 7. Meeting someone 
new 2.32 new 2.52 
8. Dining out 2.28 8. Purchasing at a 
d/store 2.42 
8. Using public serv. 2.28 9. Expressing feeling 2.40 
10. Purchasing at a 10. Dining out 2.36 
d/store 2.20 
11. Requesting services 2.16 10. Talking over the 
phone 2.36 
12. Using the bank & 12. Describing objects 2.24 
insur. 2.12 
12. Talking over the 13. Enrolling a child 
phone '2.12 at school 2.U 
14. Expressing feeling 2.OA U . Using the bank & 
insur. 2.12 
1 5 . Purchasing & Maint. U . Finding a job (1) 2.12 
a car 1.96 
16. Finding a job (1) 1.92 16. Meeting the teacher 2.05 
1 7 . Finding a place to 17. Requesting services 2.OA 
live 1.88 
1 7 . Meeting the 18. Finding a job (2) 2.00 
teacher 1.88 
19 Finding a job (2) 1.80 19. Finding a place to 
live 1.92 
20. Enrolling a child 20. Purchasing & maint. 
at school 1.75 a car 1.74 
# 21. Seeing the doctor 1.48 21. Seeing the doctor 1.68 * 1 1 
# "1" means "very difficult", "2" means "somewhat 
difficult", "3" means 11 somewhat easy", "4" means "very 
easy" # = Same ranking order 
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4.2.9 Priority of Language Skills Improvements 
Table 19 below shows the distribution of subjects who 
indicated their first priority in learning a particular 
language skill: 
Table 19: LPSs' First Priority of 
Improvements in Language Skills 
First Priority 
Language Skill No. % " of Subjects 
Speaking 1 9 3 8 
Listening 2 8 5 6 
Reading 2 
Writing 1 
Total 50 100 
. I — — ~ — — * ~ 
The majority (56%) of subjects indicated that their 
first priority was to improve Listening skills. Another 38% 
indicated Speaking skill as their first priority. Reading 
and writing skills both scored very low in subjects' prefer-
ences . 
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4.2.10 Preference in Timetable Arrangements 
Table 20 shows the subjects' preferences in the course 
length and time-table arrangement of an English programme. 
Over 50% of the subjects' preferred to have three 2-hour 
sessions each week for a period of six months. The sub-
jects' distribution of preferences are given in Table 20 
below. 
Table 20: Preference in Course Length 
& Time-table Arrangements 
Preference 
Timetable Arrangements No. of � Responses s 
2 hours x Thrice per week 2 4 5 2 for 1/2 year 
3 hours x Twice per week 
for 1/2 year 1 0 
2 hours x 5 times per week for 3 months 1 2 Z b 
TOTAL 46 100 
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As regards the subjects' preference in the time blocks 
for class sessions> the majority, i.e. 67% of the subjects 
preferred the class to be operated in the mornings. No 
subjects indicated preferences for afternoon sessions. The 
subjects1 responses are shown in Table 21. 
Table 21: Preference in Class Sessions 
Preference 
Session No. of % Responses 
Morning 32 67 
Afternoon 0 0 
Evening 16 23 
TOTAL 48 100 
4.2.11 Preference for Chinese or Native Speakers of_English 
as Instructors 
The subjects' responses to the choice of teachers for 
elementary English courses were almost equally divided 
between the two preferences, i.e. 51% for Chinese teachers 
and 49% for native speakers of English as their teachers. 
B ut for intermediate courses, a great majority (81%) of the 
subjects tended to choose native speakers of English as 
teachers. Table 22 gives their preferences for the types of 
teachers• 
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Table 22: Preference for 
Chinese or Native Speakers of English as Instructors 
Preference 
Teacher Elementary Course Intermediate Course 
No. % No. % 
Chinese Teacher 23 51 S 1 9 
of English 
Native Speakers 
of English 22 49 34 81 
TOTAL 45 100 42 100 
4.2.12 Summary of Results 
The results of the survey revealed several important 
and interesting findings. First, both HPSs and LPSs gave 
high i m p o r t a n c e ratings to all the CSs (HPSs, mean = 3.37, 
LPSs, mean = 3.12, Tables 6 & 8). The overall means for 
both groups of subjects indicated that they regarded all the 
CSs as important language needs. The rating of frequency by 
the LPSs scored a lower overall mean (2.25 Table 9) than the 
importance ratings (3.12). But the most frequently encoun-
tered situations did not always correspond to higher impor-
tance ratings. In fact, there seemed to be a poor correla-
tion between these two variables (Table 12). 
The LPSs generally rated the CSs as 'somewhat difficult' 
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rather than 'very difficult1 to them (overall mean = 2.22 
Table 10). This suggests that the present generation of 
LPSs generally has some knowledge of English rather than 
having 1 no English at all'. 
Female subjects generally gave higher ratings to impor-
tance and frequency of the CSs than the male subjects 
(Tables 13 & 15). T-values revealed that there was signifi-
cant differences in the ratings made by male and female 
subjects on importance and frequency. As a result, there 
were differences in their rankings of the CSs (Tables 14 & 
16. Although female subjects also gave higher means to 
their perceived language ability in handling the CSs (Table 
17), there was no significant difference (P > 0.05) which 
showed that they found it easier to handle the CSs than the 
male subjects. Indeed the ranking orders of the two gender 
groups displayed a very different perception of language 
ability to each CS• 
The survey also revealed that more immigrant learners 
belonged to the 31-40 age group (Table 5). However, learn-
ers did come from all the three age groups, although there 
were comparatively fewer in number from the younger age 
group (below age 30). 
Fifty-six percent of the LPSs (Table 19) indicated that 
their first priority in acquiring the necessary language 
skills was in listening, whereas 38% indicated speaking as 
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their first priority. These two language skills scored much 
higher ratings than reading (4%) and writing (2%). 
Fifty-two percent of the LPSs' most preferred course 
length and timetable arrangement was for a 2-hour session, 
thrice weekly and for a 6-month period (Table 20). Most 
subjects (67%) preferred morning sessions (Table 21). As 
regards the preferences for Chinese or native speakers of 
English as language instructors, there was an equal distri-
bution of preferences among the subjects in the elementary 
course (Table 22). But for intermediate course, there was a 
clear preference (81%) for native speakers of English. 
93 
CHAPTER 5 
DISCUSSIONS & IMPLICATIONS 
5•1 Introduction 
As commonly known in the programme design literature 
there are generally four major considerations in designing a 
language programme (Breen, 1987, Yalden, 1987, and Dubin & 
Olshtain, 1986). They are: (1) the nature of the syllabus 
content, (2) the selection of subject matter in the sylla-
bus, (3) the sequence of syllabus within a programme and (4) 
the level of language standard to be introduced. In addi-
tion, two other considerations are worth noting: whether 
separate programmes are needed for different groups of 
learners and how to obtain input from the target learners to 
design an effective English training programme. The results 
of this study provide insights for these six areas. 
5.2 The Nature of the Syllabus Content 
In the context of this study, the CSs have been taken 
t o b e the content of the syllabus/language programme for 
Chinese immigrants, and the CSs, being thematic in nature, 
lend themselves to the modular arrangement. One major 
advantage of the modular approach to syllabus design is that 
it gives the syllabus designer flexibility in deleting or 
adding modules (in the present context, the CSs) as the 
circumstances require. The current question then is how one 
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can select and organize/sequence the chosen modules. 
5.3 The Selection of Subject Matter in the Syllabus 
One way to select the modules (i.e. the CSs) is, in the 
context of the present study, to refer to the subjects' 
ratings of the CSs. When the subjects were asked to rate 
the 21 CSs in terms of their perceived importance, their 
responses verified that all 21 CSs were of some importance 
to them (Table 8). This suggests that the designer may 
consider using these 21 CSs as potential components of the 
syllabus. However, these CSs may not apply to all groups of 
learners; it is hence expected that the designer should 
survey his or her learners on their preferences towards 
these CSs. Nonetheless, the 21 CSs studied should be the 
beginning step in the right direction. 
If a designer has freedom of choice in designing an 
English training programme for learners similar to those 
subjects in this study, he should include all 21 CSs. If the 
designer does not have sufficient time or resources to cover 
all 21 CSs, the relative importance rating of each CS could 
be used as a criterion as to what should be dropped from the 
syllabus. in essence, subjects' importance ratings of the 
CSs serve as an effective guide to evaluating the contents 
of a syllabus. 
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5.4 The Sequence of Content in the Syllabus 
Another important dimension in the design of an effec-
tive programme relates to the sequencing of material in the 
syllabus. This sequencing issue is important to motivate 
and maintain learners' interest in the programme (often a 
major problem for government funded immigrant language 
programmes). If learners do not find sufficient relevance 
and confidence in the material covered in the beginning of 
the programme, they would likely drop out of the programme 
before they can actually appreciate the value of it. There-
fore, to impress them with material that can satisfy their 
immediate needs right at the beginning of the course is 
important. As Ingram (1989:A9) said: 
"An immigrant language programme should satisfy the 
learners!s immediate need … a n d to change his situa-
tion … I n so d o i n g , … t h e learner1s motivation is 
greatly increased•“ 
For example, in the design of a programme, if the more fre-
quently encountered CSs such as 'making simple requests' and 
'making appointments' are taught at the earlier part of the 
course, learners would be able to apply the learned material 
more immediately and frequently in their daily life. This 
fruitful application of the programme material would moti-
vate their interest and to attract them to continue in the 
programme• 
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In addition, the designer could consider putting the 
more important CSs earlier in the programme so that the 
learners' interest be maximized. Thus in deciding the 
sequencing of the material, the learners' importance and 
frequency ratings of the CSs are useful indicators for the 
designer. 
5.5 The Level of Language to be Introduced 
The results of this study also have implications for 
the language level to be introduced along each CS. It is 
important to realize that subjects varied their subjective 
language ability ratings in different CSs. This defies a 
common belief that language ability is stable in different 
life situations. This varying language ability phenomenon 
implies that a designer should vary the level of language 
standard within the same programme. 
While the results of this study do not give us suffi-
cient information as to why subjects varied their subjec-
tive language abilities, the designer needs to investigate 
whether this was due to subjects' limited exposure or con-
tact, or insufficient vocabulary and common expressions. 
Sensitivity is especially needed for some learners who may 
regard some CSs as very important to them (e.g., describing 
their physical conditions in visits to doctors). 
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It is generally the case that the designer may wish to 
introduce a particular CS at a predetermined proficiency 
level, yet he may design some tasks with varying levels of 
language proficiency for that CS. This may help to fulfill 
the needs of individual learners who may have varying degree 
of ability or difficulty in learning a particular CS. 
5.6 Separate Programmes for Specific Learner Groups 
A common question in designing language programmes is 
whether separate programmes are needed for specific learner 
groups. The number of subjects in the current study enables 
u s to marginally explore this question by comparing the male 
and female subjects. The underlying premise is that if 
their needs and preferences are sufficiently different, 
separate programmes are needed. 
in the results section, the ratings of male and female 
subjects on importance, frequency and language ability were 
compared. The findings suggested that these two gender 
groups demand separate programmes of different contents, 
sequence and the level of language to be introduced. This 
comparison of ratings should be regarded as an illustrative 
example rather than a finding that could be generalized to 
all situations. Designers need to survey their target 
learners and compare t h e i r preferences (including impor-
tance, frequency and perceived language ability ratings) to 
decide whether these groups need separate programmes. 
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5.7 Learners' Input to Designing a Programme 
The final and the most important implication of this 
study is the need to design "learner-centred" English pro-
grammes . W h i l e the "learner-centred" concept has been com-
monly understood, this study confirms its significance and 
illustrates that this approach is both necessary and reward-
ing. 
Based on the learner's preferences, decisions on the 
major dimensions of a programme including its approach, 
contents, sequence, and language level can be objectively 
drawn. This approach is in direct contrast to "designer-
centred" programmes which do not consider learners' needs 
and limitations. In this study the LPSs have special timing 
needs because of their typical occupations. Many of them 
start work late and work long hours till late in the 
evenings in restaurants or takeaways. As a result they 
preferred early morning classes to evening ones. 
In addition, a number of other findings further justify 
the need for "learner-centred" programmes. Most of the LPSs 
expressed a common need for some programme features• They 
strongly preferred a programme lasting half a year, with 
t h ree sessions per week and each session lasting for two 
hours. In terms of the ethnicity of instructors, the sub-
jects seemed to show no common preference in elementary 
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English programmes. In the intermediate programmes, they 
strongly preferred native English speakers as their instruc-
tors . 
The subjects1 preferences have implications, for the 
choice of syllabus type. They demonstrated a need for oral 
communicative training by rating acquiring listening and 
speaking competence in English as their first priority. 
These oral communicative needs were rated much higher than 
their needs for reading and writing skills. This suggests 
that an oral communicative syllabus type is to be preferred. 
According to the results of the study, in particular 
the differences in the ratings of importance and frequency 
by the subjects (Tables 8 & 9), the differences in the 
rankings of the CSs ratings by male and female subjects 
(Tables 14 & 16), as well as the differences in the sub-
jects" preferences in their priority of improvement (Table 
19) and course arrangements (Tables 20 to 22), there appears 
t o be a need for designing "learner-centred", "negotiated" 
programmes. In the syllabus design literature there is an 
emerging trend to continuously modify a programme based on 
continuous feedback from the learners (e.g. Brindley, 1989). 
This continuous negotiation process is not directly investi-
gated in the current study because of its complexity. 
However, it is felt that this approach could be a most 
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powerful and effective approach to designing successful 
immigrant English programmes. 
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CHAPTER 6 
A THEORETICAL-CUM-PRACTICAL PROPOSAL FOR DESIGNING A__LAN-
GUAGE PROGRAMME FOR ADULT CHINESE IMMIGRANTS 
6•1 Introduction 
With the information derived from the literature review 
and from the survey of the needs of the target adult Chinese 
immigrants, a syllabus type and programme with special 
design characteristics is proposed in the sections below. 
6 . 2 Setting UP a Course 
The procedure for setting up a language programme is 
suggested in Fig. 1 on the next page. 
As shown in Fig. 1, the model consists of two stages, 
namely: the pre-course stage (from Steps 1 to 7) arid the in-
course stage (from Steps 8 to 11). The pre-course stage is 
mainly the responsibility of the programme designer. In 
this stage, the programme designer will have to conduct a 
needs survey/analysis, and from it, prepare a description of 
objectives, design the modules, organize teachers' training 
and suggest ways of grouping the learners. The in-course 
stage consists of the implementation of the teaching and 
learning of the modules. Feedback, evaluation and negotia-
tion a re also performed at this stage. It involves the 
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Fig. 1: Eleven Steps in the Design of a 
Language Programme for Adult Chinese Immigrants 
Pre-Course Stage 
1. Needs Survey 
t ^ 
2. Data Analysis 
A： —1 3. Definition of Objectives 
\ | / 
4. Design of Modules ^ — 
— I 
5. Design of Course Schedule ^ ~ 
J/ 
6. Decision on the first 5 Modules 
& Teachers' Training 
M/ -1 
7 • Grouping of Learner.s 八 
In-Course Stage Y 
� 8. Classroom Teaching & Learning 
Y ^ — — . 
9• Feedback & Evaluation ~ ^ 
八 < \l • 10. Negotiation ^ 
^ ^ Y e s 
\|/ 
11. Final Evaluation 
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participation of the designer, the teacher and the learners. 
6.2.1 Step 1: Needs Survey 
The programme designer can start the design process by 
using the Chinese version of Questionnaire II (Appendix_D) 
to conduct a needs survey on the learners if it fits his 
purpose. As this Questionnaire has been used in the survey 
of Chinese immigrants in the most popular English speaking 
countries for Chinese immigrants, namely: Canada, Australia, 
U.S.A., U.K. and New Zealand with reasonable success, it can 
therefore be used with confidence for this type of survey in 
most countries. However, extra questionnaire items may be 
added to, or dropped from, the Questionnaire to suit partic-
ular purposes. 
Questionnaire II (Chinese version) can be named as 
�Student Questionnaire' and can be filled in by learners 
when they register for the course. This ensures a reliable 
number of returns. If registration is carried out through 
the mail, the questionnaires can be sent with other regis-
tration documents. An explanation of the purpose of the 
survey should be given in the Questionnaire. School admin-
istrators can handle the distribution and the collection of 
these questionnaires. 
104 
6.2.2. Step 2: Analysis of Survey Returns in_terms_of 
Importance, Frequency, Language Ability and Biographical 
data 
When the questionnaires are returned, the designer can 
then perform some simple statistical and analytical work on 
the data. With the statistical results, he then fills in 
the forms as designed in Fig. 2 below. He will have three 
forms, one form for each question asked in Section A of 
Questionnaire II (Appendices C & D) i.e., the three varia-
bles :importance, frequency and language ability. 
Fig. 2: A Table of Means & Rankinqs 
of Communication Situations 
Communication Situation Mean Ranking 
The programme designer may combine the three forms 
together to obtain a full picture of how each topic has 
scored in terms of the 3 questions. For easy comparison and 
for further use in negotiation of syllabus sequencing, the 
designer may put these three forms together to form a Master 
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List of the three variables (Fig. 3). 
Fig. 3 A Master List of Means & Rankings 
— o f Communication Situations bv 
Importance, Frequency & Language Ability 
Language 
Communication Situations Importance Frequency Ability 
r """"： 1 
Mean jRank' g Mean Rank1 g Mean Rank g 
_ _ _ L _ J L — 
It is worth noting that provision or suggestion for new 
communication situations is made in the questionnaire. If a 
particular new situation has been suggested by a considera-
ble number of learners, the programme designer should incor-
porate this new situation into the 21 established CSs (the 
proto-list). The programme designer may also remove a 
situation that scores a very low mean of importance. The 
modular approach mentioned earlier allows for the addition 
or deletion of the CSs from the list and does not disinte-
grate the structure of the course. 
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6.2.3 Step 3: Definition of Course Objectives 
Section B of Questionnaire II provides the programme 
designer with biographical data of the learners. The de-
signer may study and analyze them systemically to provide 
himself with a breakdown of information such as gender, age 
group, learners1 self-perception of their language profi-
ciency, learners' priority in the acquisition of language 
skills, etc. Extra information may be collected if addi-
tional questions are incorporated into the questionnaire. 
The tables of biographical data in Chapter 4 gives some 
examples the designer may obtain. After the analysis of the 
responses, he then writes out the objectives and the frame-
work of the course. It will include the purpose of the 
course, the language skill to focus on, the starting profi-
ciency level of the course and the target level of achieve-
ment. It may also include a brief description of the teach-
ing methodology and its purposes. 
6.2.4 Step 4: Design of Syllabus Content in Modules 
At this stage, the programme designer is to realize 
learners' needs in the form of syllabus content. Based on 
the list of communication situations, the programme designer 
will then design the content of each module. There are two 
criteria that he has to consider: the level and the subject-
matter . With regard to the level, Trim (1973) recognized 




3• General Competence 
4• Advanced 
5. Full Professional Standard. 
Van Ek (1973) defines the Threshold Level as "a minimum 
l e vel of foreign language competence". In 1980 van Ek adds 
a ！ower level to Threshold and called it Waystage. The re-
sults in Chapter 4 indicate that the lowest level of Profi-
c i e ncy of the LPSs is between the threshold and basic lev-
e l S / and quite a number of these immigrants are in fact at 
the basic level of competence and want to acquire the gener-
a l competence level. Therefore, the adult Chinese i誰igrant: 
course should focus on the basic and general competence 
l e v ei. For easy reference of the standard, it may be called 
elementary level for basic competence and intermediate level 
for general competence. 
After the level of the course is decided, then the 
programme designer design, the subject matter (teaching 
content) of each module with the two levels. Each module 
m a y contain the essential language usage such as: the neces-
sary sentences for the situation, some vocabularies and 
explanations of sentence structures. It is then followed by 
suggestions for task activities. An example of a module 
d e s i gned on one of the most popular CS ('Talking over the 
phone') is given in Appendix E. 
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Since tasks or activities which allow communication and 
interaction among learners are an important part of the 
porgramme for adult Chinese immigrants, the design of tasks 
is of paramount importance. The designer may include tasks 
associated with interesting and recent events. 
The type of tasks that can be created are endless, 
depending on the creativity of the designer and also ideas 
from reference books. The designer may use materials from 
cartons, magazine advertisements, newspaper clippings, games 
cards, etc. There should be a variety of practical examples 
and creative ideas from reference books. Learners may also 
contribute ideas of tasks and prepare relevant learning 
materials as some of them may have been teachers before 
coming to the host countries. 
Generally speaking, in selecting or writing suitable 
task or activities, Littlewood (1981: 17-18) suggests 
"Activities should provide 'whole-task' practice, 
improve motivation, allow natural"learning, and create 
a context that supports learning•“ 
Yalden (1987:152) also suggests: 
"A task should be realistic; it should be something the 
learner will do in the target language. 
Whenever possible, there should be an information gap: 
A learner should have information that other learners 
do not have but need in order to complete the task. 
Depending on the level of the class, the activity can 
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allow for freedom of choice for the speaker (in terms 
of the forms of the language and the meaning to be 
expressed)7 which produce a high degree of unpredict-able language for the hearer. Neither the language nor 
the sequence of ideas is specified in advance, and so 
the learners are free to use whatever they have at 
their disposal to perform the task at hand•“ 
Therefore, during interactions, learners are encouraged to 
use their own words and ideas. They should not follow and 
just read out written conversations from books for practice. 
6.2.5 Step 5: Time Schedule of the Course 
The programme designer needs to design a time schedule 
which includes sessions on receiving feedback and on negoti-
ation. The inclusion of such sessions does not take away 
the learners' learning time. In fact, the negotiation 
process is a good learning opportunity, since it is a form 
of communication by itself. It also resembles a problem-
solving task. 
The findings from the survey indicate that most learn-
ers preferred a half-year course with three 2-hour sessions 
per week, an example of the time-schedule for such a course 
length is suggested in Fig. 4. 
The reason for breaking up the 25 weeks (for a half 
year course) into four parts is that such an arrangement can 
allow the 21 CSs be roughly divided into four parts and 
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Fig. 4 Time Schedule of the Course 
Week No. Sessions Module No. 
1 1 
^ — 2 
• 3 — 3 




Feedback & Evaluation 




II 1 0 
Session 1 ^ ^ 
Feedback & Evaluation ^ ^ 
12 Sessions 2-3 
Negotiation 
— I ^ 
l ‘ 1 
17 1 5 
Session 1 ^ ^ 
Feedback & Evaluation 
18 Sessions 2-3 Negotiation ^ ^ 
^ 16 
i i 24 2 1 
25 Final Evaluation ^ ^ ^ ^ ^ ^ 
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provide opportunities for feedback and negotiation. 
As shown in Fig. 4, in the 6th, 12th, and 18th weeks, 
the first 2-hour session of the week (Session 1) is 
assigned for receiving feedback and evaluation. The remain-
ing two 2-hour sessions of the week (Sessions 2 & 3) are 
devoted solely to negotiation between teachers and learners 
on the modules to be covered in the following five weeks, 
and to choose tasks from the task bank. In the process of 
negotiation, the teacher gives suggestions. The decisions 
made through negotiation should be democratic. This proc-
ess will not only give learners chances to learn to negoti-
ate in the target language, but also expose them to the 
democratic procedure of the western culture. The last week 
of the course (the 25th week) is the final evaluation. 
6.2.6 Step 6: Decision on the first five modules to_be 
taught and Teachers' Training 
As rioted by Brindley (1989:72) in his survey on learn-
ers, it is of little value to consult learners about what 
they want to learn and how to learn it before they have 
actually tried learning first. Therefore, the programme 
designer has to decide for the learners on which five mod-
ules the learners will start with, and leave the rest to be 
decided upon when learners have gained some experience in 
the course. The reason to start with five CSs is that 
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learners need the time to gain reasonable experience of the 
course before making useful decisions. 
On deciding what should be the first five CSs to teach, 
the programme designer may consult or work with the teach-
ers. They may refer to learners' responses to the question-
naires for discussion. The teachers may be given the Master 
List of CSs to work upon. They can discuss and negotiate 
which five modules should be taught at the beginning of the 
course. This process may help the teachers to visualize the 
negotiation process their learners will go through when the 
learners take up the course with a learner-centred syllabus. 
The teachers should be given some instructions on 
feedback and evaluation techniques as well as on the advan-
tages of having a learner-centred syllabus. The teachers 
should also be assured of their importance in their role as 
a teacher and made aware that their professional knowledge 
is respected. The feedback and evaluation process within 
the learner-centred system is only a provision for the 
teachers and learners to express their feelings and expecta-
tions in their teaching and learning. 
6.2.7 Step 7: Grouping of learners 
Grouping of learners is usually carried out before the 
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teacher or a panel chairman. On some occasions, there is no 
real grouping carried out because the entry qualifications 
to the language courses are not specific or because there is 
a first come first serve policy. But the survey revealed 
that there were specific needs or preferences in learners. 
Therefore, grouping of learners can have an effect on the 
effectiveness of teaching. 
From the analysis of the responses to the survey, 
learners could be grouped by: 
(1) the English proficiency level, 
(2) gender, 
(3) their choice of session, if the course has several ses-
sions, e.g. morning sessions or evening sessions. 
(4) their education levels: If there are learners from 
different countries of origin, say, some from China, 
and some from Hong Kong, although they both indicated 
they have secondary school standard, there is a differ-
ence in their exposure to English, particularly if both 
groups are new comers to the country. Therefore, their 
previous educational level is sometimes not as good an 
indicator as the English proficiency level evaluated by 
the teachers themselves. 
However, for situations when groupings are not practi-
cal, teachers should, as far as possible, still attend to 
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learners' individual needs and their difference in prefer-
ences . 
6.2.8 Step 8: Classroom Teaching & Learning 
This is the implementation stage of the actual teaching 
and learning of the modules in the classroom. In the first 
five weeks of the course, the teacher is to teach the five 
modules already chosen. Teachers should encourage interac-
tions among learners themselves either in pairs or in group 
work. Teachers may make notes of any difficulties that they 
have been aware of during the implementation. They may also 
keep teaching diaries, particularly with points they want to 
bring up in the consultation or negotiation sessions. The 
learners may also be invited to make notes on their opinions 
on the syllabus content, tasks, activities and other rele-
vant issues which they want to discuss during the negotia-
tion session. This procedure is to be repeated two more 
times until all the modules have been taught. 
6.2.9 Step 9: Feedback & Evaluation 
After the five modules have been implemented, there is 
a session on feedback and evaluation on the effectiveness of 
the first part of the course. Its purpose is to find out 
the views of the learners on the course and also to evaluate 
whether the programme has proceeded according to the course 
objectives. It is a formative evaluation so that modifica-
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tions can be made within the programme and it is ongoing. 
Recent studies (e.g. Nunan, 1986) have illustrated that 
mismatch may exist between teachers' and learners' percep-
tions of the utility of certain common classroom learning 
activities. While the teachers may think that a certain 
activity is being focused on one purpose, the learners may 
have a different perception of the purpose of that task. 
Therefore what is taught may not always be what is learnt. 
Learners may learn things other than what has been taught. 
There may be several reasons for that. In the first place, 
learners may simply be unaware of the 'official' curriculum. 
Secondly, they may have different priorities from those of 
the teacher. Thirdly, some of the content of a course may 
simply be unlearnable given speech processing constraints 
a n d a given learner's current stage of development. There 
is also a possibility that teachers do not always teach what 
has been planned. A simple assumption that there is a 
d i r e c t equation between planning, teaching and learning is 
actually unrealistic. Therefore a session for feedback and 
evaluation is in fact necessary. 
T he feedback and evaluation may include: the desirabil-
ity of the communication situations; contents; tasks; the 
teaching methodology (including the teaching speed); and 
proficiency level of the content. Teachers may design 
questionnaires which contain questions relating to learners‘ 
opinions and judgmental ratings. Each module may be studied 
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and an overall view obtained. An example of some of the 
questions that may be asked is given in Appendix F. 
6.2.10 Step 10: Negotiations 
The provision of negotiation after evaluation is to 
allow learners to decide on the next five modules by refer-
ring to the Master List of Means & Rankings of Communica-
tions Situations by Importance, Frequency & Language Ability 
(Fig. 3) which shows the overall ranking of the CSs by the 
learners. If the class is big, the negotiation of topics may 
first be done in small groups, and then the whole class may 
come together to reach a final decision. After the five 
topics are chosen, the teacher and the learners may then 
decide on the choice of tasks. The teacher may firstly 
tell them what is the task originally included in the mod-
ule. If learners prefer to practise on tasks of a different 
proficiency level under the same CS, they may choose those 
tasks from the task bank and practise that when the session 
comes. They may even create their own task and bring it 
along to the session. A similar practice was adopted by an 
adult English programme offered in Bangkok (SaVage & Storer 
1992:191) which encourages learners to select their own 
tasks: 
"The first task had been decided on by the teachers and 
the groups had been pre-formed. In the second task 
though, the participants were asked to select an area 
from the office1s weekly sub-project sheet to talk 
about and they were encouraged to form their own inter— 
est groups. This movement from teacher-defined tasks 
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to tasks identified by the participants themselves was 
integral to the program approach." 
The learners may propose CSs which are of interest to 
them other than those listed. If other learners also show 
interest and support such a proposal, for example, when 
coming across a certain piece of news or a new trend for 
which they need the vocabulary for social communication, the 
teacher may replace a situation with the new proposal. As 
long as an interactive exchange of ideas on how they want to 
learn is achieved, and negotiation to arrive at a compromise 
is put into practice, the process of ‘learning how to learn' 
becomes a valuable learning activity. The learners are 
helping themselves to design their own programme. 
Steps 8 to 10 will be repeated for sessions 12 and 18. 
6.2.11 Step 11: Final Evaluation 
A summative evaluation is to be made at the end of the 
course, i.e. in session 25. Its purpose is not only to find 
out if the goals or objectives have been met, but also to 
facilitate future modification and improvement. In many 
adult migrants language programmes, there is no provision 
for formal testing to be done; nevertheless, it is still 
necessary to find out whether the goals and objectives have 
been met. Brown (1989:241) has suggested that 
\ 
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"Evaluation, in fact, should probably be viewed as the 
drawing together of many sources of information to ne丄g 
examine selected research questions from ai«erenr 
points of view, with the goal of forming all of tnis 
into a cogent and useful picture of how well the lan-
guage learning needs of the students are being met. 
Therefore, we need to draw together many sources of informa-
tion to arrive at a useful picture for evaluation. For an 
adult Chinese language programme, the final evaluation can 
best be done through teachers interviewing learners by 
groups. During this final session of the course, learners 
may feel less inhibited to comment on the course. Also, 
because it is in the form of an open talk or discussion, 
learners may feel more comfortable in speaking face to face 
t han the usual form of writing down answers in response to 
questions. The questionnaires collected in the former two 
stages of the course can be referred to in order to compare 
learners' changes through the progression of the programme. 
In the interviews or discussions, teachers may ask questions 
similar to those listed in Appendix F, but they may ask 
learners in greater detail. Additional questions relating 
to the overall effectiveness of the course and attitudes of 
the learners are given in Appendix G. 
The teacher may make notes of the discussion and report 
to the programme designer so that necessary changes and im-
provements could be made for future programmes, 
Apart from collecting information from learners, teach-
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ers1 viewpoints are just as valuable and should also be 
collected. As the practitioners of the course, the teachers 
may reflect their feelings, their experience in running the 
course, their evaluation on the course and their suggestions 
for improvements to the programme designer. 
All the reports are returned to the programme designer. 
In studying these reports, the programme designer may obtain 
a cogent and useful picture as how well the language pro-
gramme has satisfied the learners' need. Then improvements 




CONCLUSION, LIMITATION & FUTURE RESEARCH 
7•1 Conclusion 
An understanding and an analysis of the characteristics 
of adult Chinese immigrants (section 1.1) would of itself 
most likely demonstrate to programme designers that Chinese 
immigrants have their specific language needs. The survey 
conducted in this study has confirmed the need for special 
programmes to be run for the Chinese immigrants. 
Phase II of the survey conducted on the high proficien-
cy Chinese subjects established 21 communication situations 
in which Chinese immigrants needed to use English. The 
importance of the whole set of the 21 CSs was further con-
firmed by the importance ratings of the 50 low proficiency 
subjects in Phase III. Apart from examining the importance 
of each of the 21 CSs, Phase 工工工 further examined the lan-
guage needs of adult Chinese immigrants in terms of two 
additional variables, namely: frequency and language abili-
ty, in the 21 communication situations. The poor correla-
tion between the importance and frequency ratings of each 
CS, as well as the differences in rating and ranking the CSs 
between male and female subject groups, indicates that nego-
tiations between learners as well as teachers are necessary 
before arriving at a programme that will maintain the inter-
est and maximize the relevance of the language programme. 
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The ratings in self-perception of language ability suggest 
that when there is an overall mean around the mid-point of 
the rating scale, there would be no need to have a programme 
at either the beginners' or advanced level, but at elemen-
tary and intermediate levels. However, the difference in 
rating and ranking of the CSs by the male and female sub-
jects reveal that they have a different perception of diffi-
culty level for each CS. A learner-centred syllabus will 
allow learners to decide on the level to learn for a partic-
ular CS. 
Analyses in the biographical data obtained from Phase 
III of the survey revealed special programme features such 
a s a preference for a less tight schedule programme, in 
morning sessions and a strong preference for improvements in 
Ustening and speaking skills. An review of literature in 
Chapter 2 helps to confirm that there is a need for an oral 
communicative syllabus as well as encouragement of interac-
tion among learners in class sessions. 
The Chinese version of Questionnaire II may be a help-
ful instrument in obtaining useful information from poten-
t i a l learners, in particular if programmes are run in dif-
ferent localities in different countries. 
T a k i n g into account the empirical study and the review 
of related literature, a model for designing language pro-
g r a m m e s for adult Chinese i麵igrants was proposed and the 
implementation strategies were discussed in Chapter 6. This 
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model was presented in the form of 11 steps which incorpo-
rated all the essential steps in the design, implementation 
and evaluation of a language programme. This model is 
designed to encourage interactions between learners, discus-
sions with teachers, and to promote learners' participation 
as designers of their own language programmes. 
7•2 Limitations of the Survey 
This survey was intended as a pilot study in research of 
a wider representation of adult Chinese immigrants in rela-
tion to their language needs in various localities. Howev-
er, owing to the limitation of time and resources, it was 
not possible to recruit more subjects, especially a repre-
sentative, larger sample of subjects from a larger number of 
cities in English speaking countries. 
The research assistants recruited subjects who were 
known to them, though subjects were chosen from a mixed 
community, yet it might still be biased. However, owing to 
limitation of resources, systematic random sampling was not 
possible in the present survey. 
工f a larger number of subjects could be recruited, an 
analysis on the language needs among different age groups 
would most likely bring forward some interesting findings 
related to importance and frequency ratings of communica-
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tions situations as well as priorities in language skills. 
7.3 Suggestions for Future Studies 
In future surveys on Chinese immigrants, the views of 
the teachers should also be collected. Their experience as 
teachers in this field can give valuable information to the 
programme designer in planning language programmes. In 
particular, if research can be conducted on programmes which 
have been based on continuous negotiations among learners 
as well as a built-in feedback system, the views from all 
the participants would be useful for the future design of 
language programmes. ‘ 
It would also be useful if further studies can be car-
ried out to investigate whether teachers of elementary level 
language programmes for adult Chinese immigrants should be 
Chinese or native speakers of English. To what extent would 
the type of teachers affect the negotiation process in a 
learner-centred syllabus, especially in elementary level 
programmes when the learners' English competence is compara-
tively lower? 
Finally, a larger scale survey of the language needs of 
Chinese immigrants could facilitate randomized subjects as 
well as a wider inclusions of cities from different parts of 
t h e English speaking world. This would greatly enhance the 






(Questionnaire to be filled in by Returned-Immigrants) 
QUESTIONNAIRE I Section A 
Below are 20 situations in which immigrants are expected to use 
English in the country you have emigrated to. Please indicate by 
a (v ) in the appropriate box on the level of importance of each 
situation. There might be additional topics which are unique to 
your host country and have not been listed here, please add them 
to the bottom of the list or use a separate sheet should there be 
many, and also include them in your rating of importance. Please 
be specific and give examples to the suggested situation if 
possible. rt 
[•m a 
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r 1 1 1. Meeting people: (1) ' ' 
a. greetings: e.g. How are you? 
Nice meeting you. | 
b. Simple request: I need an interpreter. j 
Can you say that again slowly? 
c. Telling one's own & family members1 ] 
names, address & telephone no. \ 
. i ！ 
2. Making telephone calls: (2) | 丨 
a. Knowing the usual terms: e.g. Please hold j 
on. Can I speak to ... Please ask him | 
to call back. 
b. Talking to the telephone Operator: 
reverse charge, finding out area codes, etc. 
3. Dealing with Money: (3) 
a. Knowing the figures, bills ！ 
b• money terms 
4. Making Appointments: (4) | | 
a. Time of the day, days of the week, month | 1 1 
b. Past and future time: last week, next year: 
5. Seeing the doctor: (5) 
a. saying what is not alright: [_____J 
I have a fever. j 
• • ...v ‘‘ , * ？ 
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b. understanding the doctor's questions and 
instructions, e.g. what is your temperature. 
You should take medicine 3 times a day. 
6. Expressing feelings ( 6) —— 
a. relating to parts of the body: to 
know the basic parts, and to say: 
I have a sore throat, toothache, etc. 
b. Feeling:工 am tired, hot. 
7. Making simple request: ( 7 ) L — a. Buying food and household items. j 
b. Can you help me to • • • • 
8. T .叫rnina to drive: . ( 8 ) I 
a. Knowing the road terms: no right 
turn, go straight on b. Asking the way: Can you tell me 
一 how to find this road? , 
9 Finding a Job: using the phone to ( 9 ) 
a! make an appointment for an interview 
b ask for more information 
c" telling some work experience ^ _ 
t 、 ( 1 0 ) 10. Firming a Job: L a. attending an interview 
11. Fading a — 作 to live ( 1 1 ) _ _ _ — — L — ] 
a. Knowing the related terms 
b. Various parts of the house ———————— 
12. TTcHnq the Bank U 2 ) 
13. T T g i n a Pub"» •^广 Services ( 1 3 ) | 1 1 
a. At the Post Office 
b. Public Transportation . 
14 ^r^ol 1 m a e — id in School ( 1 4 ) , _ _ _ _ _ — — 
a . Knowing some educational terms ^ 
(15) 15. 咖 t e a c h e r . … c ———————— a Knowing some school activities 
b! Concern about own children s 
performance at school 
16. n^.Qrribincr objects , . ( 1 6 ) — — — — — — — — a i i l l l ^ t h e shapes, length, weight 
materials, colours, labels & warnings 
！7. P ” r > — c r fr Maintaining a Car ( 1 7 ) 
18 叩扣tment store ( 1 8 ) 
a. Arrange for delivery b. refund or exchange 
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19. Requesting Services (19) [_ J 
a. car-breakdown in the middle of a journey j 
b. repairs — ... 
20. Useful Expressions ( 2 0 ) _ _ ! _ ] 
a. expressing appreciations 
b. attracting attentions: excuse me 
c. apologizing 
d. expressing agreement/disagreement i 
e. offering/declining help 
f. expressing concern and visiting ； 
sick friends 
Suggested topics: L _ _ _ _ 
21 . - ( 2 i ) L U _ _ _ _ 
— - — — - ^ h n - H 
22. ( 2 2 ) _ _ ^ J 
23. — ( 2 3) u _ j n 
24. - ( 2 4> Z O Z L | 
25. — ( 2 5) 1 1 T ~ 
26. - — ( 2 6 ) z z r z L u 
27. _ _ _ _ _ _ _ _ - ( 2 7 ) „ _ _ L J L I 
If YOU have any opinions in the teaching of English to the immi-
arants please do write them down below or talk to the 
researcher. Your views will be very valuable to the survey. 
A - 3 
Section B 
Personal Details 
Age: 20-25 26-30 31-35 36-^40 41-45 46-50 51-55 56 & above 
Sex: M/F Marital Status: Married/Single 
The country in which I have emigrated to is: City Country 
No. of Year of Stay: years 
In the host country, I have contacts with Chinese people 
( )every week ( ) every two weeks 
( )every month ( ) not too often 
Educational Level when you arrived at the new country: 
Secondary/post-secondary/graduate/postgraduate 
Educational Level at present: 
Secondary/post-secondary/graduate/postgraduate 
My present job is: ； — ———— 





I am a postgraduate student at the Chinese University of 
Hong Kong working on my master's thesis. The topic I am studying 
relates to the difficulties Chinese immigrants may experience 
when they communicate in English with English speakers in coun-
tries such as Australia, Canada, New Zealand, U.K. and u.b.A. 
This survey is part of my M.A. disseration on designing a lan-
guage program for immigrants. This questionnaire hopes to draw 
on your experience as an overseas-resident (either residing 
overseas at present or a return-resident from overseas) to help 
identify the language needs of new immigrants. 
Below are 20 situations which new immigrants are expected to 
use English. Tf vou think the HSP of English is essential to 
th的e immigrants in that particular situation, please rate it as 
•very important-. On the contrary, if the situation does not 
really need much English use, then rate it as ’not important at 
all'. 
If there are communication situations that would occur in 
the first six months of arriving a new country and also the use 
of English is required, but have not been included below P^ase 
add them to the bottom of the list and also rate their impor 
tance. Please give examples if possible. 
The entire questionnaire takes about 15 minutes. 
Thank you for your participation. 
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(Examples: how to greet the person, how to 1 ' 
introduce yourself, telling the person your 
name, address and phone number, 
Simple request: I need an interpreter. 
Can you say that again slowly?) ^ 
2. Talking over the__Rhone: (2) [ 
"(EMmples: call for emergency; ” … 
useful phrases such as "Please bold on 
"Can I s p e a k to • • 書 and directory helps etc.) [ 
B - 1 
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_ _ 1 3• Dealing with Money: (3) 
(Examples: knowing the figures and units, — ~ ^ ‘ J 
bill enquiries) 1 4. Making Appointments: (4) (Examples: specifying the time of the day, days ' n 
of the week or month, past and future dates) | i 
釦 • ) 丁 ' \ _ 5. Seeing the doctor: (5) | j j 
(Examples: describing your symptoms, h i 
understanding instructions from the doctor, | answering doctor 1s questions.) 
6. Expressing feelings � | j 
(Examples: saying "工 am tired"f hot etc. . 1 "I have a headache/sore throat", and be 
able to say various parts of the body.) I 
7. Making simple request: | (Examples: requesting assistance and useful 
phrases such as "Can you give me … " i n 
shopping.) 丨 
卜...I I • I • • "t 
8. Learning to drive: ( 8) | ！ j (Examples: knowing the road terms such as no ——] 
right turn" and asking for the way. ) 
9. Finding a Job (1) : ( 9 ) S ！ 
(Examples: using the phone to make an h — — — ; 
appointment for an interview, ask for more | j 
information, and to tell some work experience) | 
j • ！ i. r- — — 1 
10. Finding a Job (21； ( 1 0 ) I ！ I (Examples: attending an interview) 二 
11. Finding a place to live (”） | ！ 
(Examples: knowing the related terms in renting — � j and buying a house, various parts of the house) ^ 1 
12. Using the Bank & Insurance ( 1 2 ) 丨 i (Examples: opening a bank account, bank ' 丨 transfers, and insurance for fire, life) 
13. Using Public Services (13) | 
(Examples: at the Post Office; 
Public Transportation: timetable, etc.) 
14. Enrolling a child in School (14) | 
(Example: knowing some educational terms) 丨 j 
15. Meeting the teacher ( 1 5 ) 
(Example: knowing some school activities, 
concern about own children's performance at 
school) I 
B - 2 
|4-> a , fO 
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16. Describing objects (工6) 
(Examples: Telling the shapes, length, 1 
w e i g h t , material, colour, lables & warnings) | 
1 ] 
17. Purchasing & maintaining a Car (17) j 
(Examples: including various parts of a car) “ ~ ~ P j -j 
18. Purchasing at a department store (18) | 1 
(Examples: arrange for delivery; refund or « 1 
exchange, understanding the directory) | 
1 j 
19. Requesting Services (19) | | 
(Examples: household repairs, at petrol — | 
station, hair cut) 
1 
20. Useful Expressions ( 2 0) (Examples: expressing appreciations; 
attracting attentions: "excuse me"; 
apologizing; expressing agreement/ 
disagreement; offering/declining help; 
expressing concern and visiting sick 
friends) | i 
Suggested topics: 
2 1 • ： ~ " _ _ — 一 _ 
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Section B 
Personal Details 
Please tick the appropriate box: 
Sex: Male ( ) / Female ( ) 
Marital Status: Married ( )/ Single ( ) 
The country in which I have stayed overseas was 
City Country 
No. of Years of Stay: years 
The year I left the country: 19 
The year I last visited the country: 19 
In the country where I stayed, I had contacts with Chinese people 
( )every week ( ) every two weeks 
( )every month ( ) not too often 
Educational Level at present: secondary/post-secondary/ 
graduate/postgraduate 
My present job is 
B - 4 
APPENDIX C 
QUESTIONNAIRE II 
I am a postgraduate student at the Chinese University 
of Hong Kong working on my master thesis. The topic 丄 = 
studying relates to the difficulties C h i n e s e immigrants may 
experience when they communicate in English witht Engiisn 
speakers in countries such as Australia, Canada, New Zea-
land, U.K. and U.S.A. 
Since such difficulties in communication may vary 
across different situations, Part 1 of the questionnaire is 
designed among 21 common life situations (e.g., m doctor^s 
visits, using the bank). In each c o i n m u n i c a t i o n sxtuation 
imagine that you are trying to communicate with an Engiisn 
spelking person, you are asked to give your personal opinion 
on: 
(1) how important is each situation to you; 
\2\ how frequently you encounter each situation; and • 丨 h o w difficult you personally experience in such situa-
tions• 
There is no right or wrong answer. In each of the 
communication situation given in the following 
( 7 ) the box that describes how important each situation to 
vou is, how often you encounter each situation, and the 
Extent of the difficulty in communication you perceive. 
After part A there are some questions relating to the 
types or English courses you may have taken, and there are 
S f q u e i t i o n s about your Y ^ e a s e 
n ot need to give your name and address. Therefore piease 
just give your true feelings. 
T he entire questionnaire takes about 20 minutes. 
Thank you very much for your participation. 
Ha - T^" 
c - 1 
Section A 
In each of the communication situation below please ( V ) the appro-
priate box that describes how important the situation to you i s , how 
often you encounter each situation, and the extent of the communica-
tion problem you perceive. 
To you peraonnally ^ 
1. 2. 3. how important how frequently how difficult is the you encounter is the situ-situation? the situation? ation to you? 
communication situation c 
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Meeting someone vou do not know: (1) | | [ f | 
(Examples: how to greet the person, how to . 
introduce yourself, telling the person your 
name, address and phone number, 
Simple request: I need an interpreter. 
Can you say that again slowly?) 
12. Talking over the phone: (2) J ._ 
(Examples: call for emergency； ""“ ~ 一 — 
useful phrases such as "Piease hold on" 
s"Can I speak to ..." and directory helps etc.) 
3. Dealing with Money: � I [ � 1 � 1 
i (Examples: knowing the figures and units ~ 
of money, bill enquiries) 
4• Making Appointments: 
(4) 1 I I 1 f I I 1 _ L J _ 
(Examples: specifying the time of the day, days 
of the week or month, past and future dates) . 
5• Seeing the doctor： 
(5) 1 1 1 1 1 
(Exampl es : describing your symptoms 
understanding instructions from the doctor, 
answering doctor's questions.) [6. Expressing feelings (6) I I I I I 
(Examples: saying "I am happy", tired, etc. or “ � 
"I have a headache", sore throat, and be able 
to say various papts of the bodyi) 
!： 7 . Making simple request: (7) _ J _ _ | |_|_J |_J_J_ 
(Examples: requesting assistance and useful 
phrases such as "Can you give me ..." in 
shopping, buying food in market) 8. Learning to drive: (8) (Examples: knowing the road terms such as "no J - J — 
right turn" and asking the way.) 
9. Finding a Job (1): (9) 
(Examples : using the phone to make an — — — — 
appointment for an interview, ask for more 
information, and to tell some work experience) 
10. Finding a Job (2): (10) ~ 
(Exampl es : attending an interview) — — — 
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il. Finding a place to l i • 卯 ( n ) ' " ~ ~ [ “ ~ j — 
(Examples: knowing the related terms in renting 1 ~ 1 ~ 1 •"“ 
and buying a house, various parts of the house) 
|2. Using the Bank & Insurance (12) " ] ~ j 
(Examples: opening a bank account, bank ‘ ‘ 
m 3 . Using Public Services (13) 
K (Examples : at the Post Office； " 
Public Transportation： timetable, etc.) 
fl|L4. Enrolling a child in School (14) 
(Example: knowing some educational terms) ‘―— 
l|L5. Meeting the teacher of own children (15) 
(Example: knowing some school activities) — 
l|L6. Describing objects (16) __ 
(Examples: Tel1ing the shapes, length, 
weight, material, colour, lables & warnings) 
§17. Purchasing & maintaining a Car (17� 
(Examples: including various parts of a car) L — — • •"“” 
,18. Purchasing at a department store • (18) _ _ — — 
(Examples : arrange for delivery； refund or — 
exchange, understanding the directory) 
|KL9. Requesting Services ( 1 9> | | I I 
(Examples: household repairs» at petrol 
i • station, hair cut) 
_20. Useful Expressions (20) 1 1 1 
(Examples: expressing appreciations; “ 一 
attracting attentions: "excuse me"; 
apologizing; expressing agreement/ 
disagreement；offering/declining help； 
expressing concern and visiting sick 
friends) .. .� 
I 21. Dining Out ( 2 1 ) 1 
(Examples: Ordering food at restaurants, — 
fast food stalls) 
pSuggested topics: 
122 . (22) I j I j [ [ I 
I 23--——,——： 一 ！ . 冒 
— (23) [ j ! 1 1 1 1 I 
I 24. _ _ _ r _ T _ _ T _ T _ 1 _ _ T _ I _ 
I (24) j j ~ [ ~ I |~| I I � 
I 25. . • 
(25) ~ ~ I ~ ~ 1 ~ � 
^ ^ ^ ^ . r _ . _ __ . _ 飞 j 一 • 1,. . , • 
• ' . 
C - 3 • . 
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Section B 
Personal Details 
Please circle the right answer: 
1. Sex: M / F 
2. Marital Status: Married/Single 
3. Where are you from? 
4 • The country you are now in? 
City Country 
5. Length of stay in host country year 
6. Your educational level: 
Primary/Secondary/Graduate/Postgraduate 
7. YOU are Chinese/Anglo-Chinese/English educated. 
8. Your present English proficiency level is (please circle 
the appropriate item): 
Speaking: Almost none Inadequate Adequate Fluent 
Listening: Almost none Inadequate Adequate Fluent 
Reading: Almost none Inadequate Adequate Fluent 
Writing: Almost none Inadequate Adequate Fluent 
9. Which area of English you want to improve first? Please 
list priority (1 = first, 4 = last) 
()speaking ( ) listening ( ) reading ( ) writing 
10. Do you need to speak English in your present job? 
Yes/No/Sometimes 
11. If your English is better, would you like to change your 
job? Yes/No 
12 Do you need to learn some English in order to communicate 
more easily with your family members? Yes/No 
13. Have you attended any English Courses since arriving in this 
country? Yes/No 
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14. If you have not attended any English course. Why have you 
not done so? 
( ) no problem in English 
( ) no relevant course being run 
( ) too far away 
( ) not interested 
( ) don't think I can learn 
( ) other reasons, please state — 
15. If you have attended some English courses, 
a. How many courses have you attended? ( ) 
The total course length is — 
b. The levels you attended include: beginner/intermediate/advanced 
c. whv did vou attend these courses (you may tick more 
than one answer)？ 
( ) It was necessary 
( ) wanted to learn something 
( ) wanted to meet more people 
( ) other reasons: 
<3L The course(s) was run by: government/ private schools/ 
voluntary organization/ private tutor 
e. Did you complete all the courses you took? Yes/No 
If No, please give reason: 
( ) too difficult 
( ) did not find the course useful 
( ) no time 
( ) d i d not like the course very much (please state 
what exactly you didn't like): 
( ) other reasons: 
16. Please state your experience with one course: 
a. The level was: beginners/intermediate/advanced 
b. what was the course length? 一 month/year 
c. No. of learners in the class: learners 
C - 5 
d. Were you given enough time to practise speaking 
with fellow-learners in class? Yes/No 
speaking practice took about the following proportion of 
the lesson time: 
(1) less than 25% (2) 25% (3) 50% (4) 75%. 
e. Do you think what you have been taught related directly 
to your daily life and can be applied immediately? 
A big proportion / A small proportion 
f. Did you have language games in the lessons (e.g. using 
English to find a building from the map)? Yes/No 
g. You had 1 / 2 / 3 / 4 / 5 session(s) per week 
No. of hours per session hours 
17 If there is a course which aims to teach you mainly basic 
and essential English, with focuses mainly on speaking and 
listening skills, and refers mainly to your daily needs, 
will you attend? Yes/No 
a. if No, the reason(s) is (you may tick more than one) 
( ) no time 
( ) n o t confident that I can learn 
( ) can do self-studies ( ) t h e level offered is too low, I want higher level of English . ( ) want to improve reading and writing English ( ) shy 
( )unlikely to attend, e.g. young children at home, 
cannot drive ( ) other reason, please state: 
b. If Yes, the reason(s) is: 
( ) want to improve my English 
( ) meeting new friends 
( ) w a n t higher level of English 
( ) other reasons, please state — 
c. Your target speaking competence in the near future is: 
( ) basic survival English 
( ) intermediate level 
( ) advanced level• 
C - 6 
18. I prefer the following time schedule: 
No. of session No. of hour 
in a week per session duration 
( ) 3 x 2 half a year 
( ) 2 x 3 half a year 
( ) 5 x 2 3 months 
19. I prefer to attend an English course in the 
morning/afternoon/evening 
20. For the survival course, I would like to be taught by a 
Chinese Teacher / native English speaker. 
21. For the intermediate level, I would like to be taught by a 
Chinese teacher / native English speaker. 
22 I don't think I need a teacher to teach me English, I only 
need to have the opportunities to practise communicating in 
English. Yes/No 
I will therefore attend the practice sessions only if there 
are any. Yes/No 
23 Your age: 15-20 21-25 26-30 31-35 36-40 9 41-45 46-50 51-55 56-60 60-65 66-70 
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P L S L I 
二 十 一 項 需 要 說 英 語 的 環 境 I 每 一 項 有 三 條 問 題 ： 列 於 右 方 （ 一 ） 、 （ 二 ） 、 （ 三 ） 下 。 請 在 最 S 當 的 答 案 下 
v ： ：： ‘. ~ ~ ~ I (-） （ 二 ) r u i 
你 認 為 這 些 你 经 常 遇 到 你 應 付 這 些 
項 目 重 要 媽 這 些 情 況 嗎 情 況 的 語 言 
、 ？ ？ 能 力 好 嗎 ？ 
需 要 說 英 語 的 環 境 R T ~ R R " B R R R R R 
並 不 重 非 很 不 多 很 有 有 容 很 
不 太 要 常 少 算 多 困 點 易 容 
重 重 重 太 難 困 易 
_ 要 要 要 同 丨 丨 難 丨 丨 
I g識新朋友及基本的需要: m • • • • • • • • • • 口 
• ( 如 ： 設 些 客 套 話 , 向 鄰 居 介 绍 自 己 及 家 人 的 名 字 ， 說 出 住 证 ， 電 話 
I號碼等；或告訢r • 要 翻 譯 ^ I你再講-次，慢-點等” 
• 打 雷 話 . 
I ( 如 ： 打 緊 急 電 話 ； 明 白 通 常 的 電 話 用 語 如 • " 請 你 等 一 等 # ， 1 ⑵ 口 a 0 0 0 0 0 a p o q Q 
S你諳某人聽電話v i向對方收費\及有s使用電話的詢問等） 
I 结 張 收 費 ： “ (3) • N • 0 • 0 • • • A Q A 
• ( 如 ‘ 幣 数 目 及 單 位 的 說 法 ； 及 收 費 的 詢 問 ） . 
| 约時間： ⑷ 口 a a 0 • • • D • • • • 
( 學 習 時 間 的 說 法 ， 各 週 日 ， 月 份 的 名 稱 ； 、 … 
I及遇去與將來日子的說法如*上恒星期•明年#等引 
I 見醫生 • (5) D • D • • • • 0 D • a a 
1 ( 如 ： 告 ^ 醫 生 有 什 麽 病 徵 ； 明 白 醫 生 的 詢 問 及 盼 附 ） 
I說出自己的感覺: ⑷ • [ ] • [ ] [ ] • • • • • • • 
( 『 我 很 快 樂 倦 。 " “ ⑶ 、 
_ 說 出 不 適 之 處 如 頭 J L 牙 痛 , 及 認 識 身 體 各 部 份 ） • 
I ‘ M … ， ⑴ 圃 • • • • • • • • • 
I ( r i f ^ t t . … “ ； 及 在 … 轄 關 
1 句 子 及 在 市 場 購 買 剛 ） 
I 學 腫 � � 口 • D • • • • • • D • • 
_ . ( 認 識 路 面 用 語 如 ： 不 淮 右 轉 ， 直 去 ； 及 問 路 等 ） . 
I 找 工 作 （ 一 ） • (9) a • • n • • • • • D D • 
• 。 : 找 工 作 ( 二 卜 ： （ , 。 ) • • • • • • • • • • • • 
I ( 見 工 時 所 需 要 的 英 語 ) 
_ 找 房 子 . (11) • • ! ] • • • • • • • • • 
圓 ’ （ ^ ‘ 認 識 租 / 售 房 屋 等 有 I 的 句 子 ； 屋 子 的 各 部 份 ） 1 丨 丨 
IB. 
• , 
•D - 2 
U银行眼務及保險購買： (12)10 • • • I D D D D D D D D 
I•(如：開戶口，轉賬戌保險：火險，人壽等） 
| 利 用 公 共 服 務 ： (13) D • • • • • • • • • • • 
如 ： 在 郵 局 購 買 郵 票 i 乘 坐 各 蓮 镜 工 具 ： 詢 間 車 費 , 路 線 ， 飛 機 升 
• 降 時 間 等 ） 
|替子女報名入學： (14) • • • • • • • • • • • • 
_ ( 認 識 一 些 與 教 育 方 面 有 騒 的 名 稱 ） 
I見子女的老師： (15) • • • • • • • • • • • • 
• ( 認 識 — 些 學 校 活 動 的 名 稱 ） 
羅 形 容 物 S : (16) D • • • • • • • • • • • 
丨 • ( 如 ： 物 S 的 形 跃 、 長 闊 度 、 重 量 等 的 說 法 ， 
| 質 料 及 顔 色 ， 一 些 標 貼 及 警 告 字 句 等 ） . 
I購買及维修車子： (17) D • • • • • • • • • • • 
I ( 包 括 ： 認 識 車 子 各 部 份 的 名 稱 ） 
1 在 大 公 司 購 物 ： (18) 0 • D A • • • • • • • • 
_ ( 如 ： 安 排 送 貨 ， 退 貨 ， 換 貨 及 公 司 指 南 ） 
I 需 要 服 務 ： (19) • • • • • • • • • • ••‘ 
• ( 如 ： 車 子 中 途 壞 了 ， 電 話 壞 了 ， 家 居 修 理 ’ 人 電 油 及 剪 髮 等 ） • 
I .用來嫩意謝： _ + 
I ( 如 表 達 謝 意 、 抱 歉 ； 是 否 同 意 ， 1 1 . 1 望 等 有 _ 句 子 ） 
糧 外 出 龍 ： (21) D • • • • • • • • • • • 
I.(如K菜及在快餐6購買食物等） 
_ 提 議 的 項 目 ： 
1 (22) n • • • • • • • • • • • 
I ' L ^ Z Z Z Z I Z Z Z 
| 3 (23) • • • • • • • • 0 D D • 
1 4
 { n ] \ U • • • • • • . • • • • 口 
Wij^^ ‘‘ ‘ ‘ ^ 1 ？ , ^ - 、 ’ / 
D — 3 墨， 
i p : 
I請把適當的答案圈出來： / ；; 
性 別 ： 男 / 女 
| 2 . 婚 姻 狀 況 ： 巳婚/單身 
_ 3 .你從何地移民來此國？ 一 — 一 _ _ _ _ _ _ _ — — 一 _ _ — _ _ _ _ — — _ 
‘ . 
• 4.你現時所居住的城市及國家？ (國家） — (城市） 
1^ 5 . 你 在 此 國 居 住 了 / 年 • •• • • 
6 .你的教育程度是小學/中學/專上學院或大學/研究院 
J 7 . 你以前是在中文 /中英文 /英文學校 讀書 
I 8 . 你現在的英語程度是： 




• - . ‘ s 
| 9.下列四項的英語能力，你最想在那一項上先有進步： 
f f y H ^ = “ 戥 後 點 I ) 閱 讀 能 力 ( ) 寫 作 能 力 
• 10.你目前的工作，需要你說英語嗎？ 需要/不霈要/有時需要 
I 1 1 .如果你的英語好點，你會轉工嗎？ 會/不會 
I 12.你霄要懂點英語以幫助你和家人溝通嗎？ 需要/不需要 
-
I 1 3 .你曾否參加過英語班昵？曾/不曾 
I 14.如果你沒有參加過英語班，為什麼你沒有昵？（可以^多過一個） 
( ) 英 語 沒 有 問 題 
( ) 沒 有 適 合 的 課 程 
( ) 路程太遠 
( ) 沒有興趣 
( ) 不 認 為 可 从 學 得 到 
( ) 其他理由，請寫出來 
I ^H 'V' 
I 15.如果你有參加過英語班， ^ 
a.你參加過多少個課程昵？ 一- 個 
全部課程合共多久？ 
b.課程的情度包括.： 基礎級/中級程度/高级程度 
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c.你參加這些英語班的原因是•• S ！豔囍羃 
( ) 想 認 識 多 些 朋 友 
( ) 其 他 理 由 ： 
d . 課程的舉辦者是：政府 /私立學校 /志願園體 /私家老師 
e.你有否完成所有課程昵？ 有/沒有 
如果沟有.理由是 
( ) 太 難 
( ) 〒 覺 得 課 程 有 用 
( ) 祭 這 課 程 ， — 不 — 程 的 什 _ 方 
( ) 其 他 理 由 — 
16.請把你參加過的一個課程的經驗說巧§川： 
a .課程 f e度是：基礎級/中級/高級 
b .課程的長度是 ： 月/年 
c.全班共有學 生 人。 
d老師有沒有謅你們在堂上與其他同學互相用英語對話呢？ 有/沒有 丄 丄 丄 一 









‘ ( ) 沒 有 時 間 ， 
( ) 沒 有 信 心 可 以 學 到 
( ) 可 以 自 己 進 修 、 
( )只霈要學習高級程度的英語 
( )想增加閲謓及寫作的能力 
( y 害羞 
()不可能參加（例如：有年幼的子女在家，不懂駕駛） 
( ) 其他理由，請說明： 
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b . 如 果 畲 . m ^ ： 
( ) 想學習基本的英語 
( ) 想 英 語 進 步 • • 
( ) 想 認 識 多 些 朋 友 
j ( ) 其 他 理 由 ， 請 說 明 ： — ^ — 
J： c .你目前最想學到的琪語講說能力是： 
( )最基本的求生英語 
( ) 中 級 程 度 
I ( ) 高 級 程 度 
I 18 .我喜歡的課程長度： 
( )每星期上課三次，每次2小時，長半年 
( )每星期上課二次，每次 3小時，長半年 
( )每星期上課五次 ,每次 2小時，長三個月 
19.我歡喜上課的時間是•• 上午/下午/晚上 
I 20.基本求生課的老師最理想是 中國人/只懂英語的本地老師。 
j 21.中級課的老師最理想是 中 ® 人 / 只懂英語的本地老師。 
丨22.我不認為我需要一位教英語的老師’我只需要練FSSSS塑烹4 ^f-rm I 所以如果有課程是專為練習說英語的，我會只參加練習說英語的課 :對/不對 
23.我的年龄是 15-20 21-25. .26-30 31-35 36-40 
41-45 46-50 51-55 56-60 61-65 66-70 
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APPENDIX E 
DF.SIGN OF A CS MODULE 
TALKING QVF.R THE PHONE 
(I) ELEMENTARY LEVEL 
Objectives 
In this situation, learners will be able to use English to: 
a) answer phone calls at home 
b) express wish to speak to a particular person 
c) call for emergency 
(a) answering phone calls at home 
Transactions Useful words/expressions 
ask the speaker to wait Hello, •••• Please hold on. 
Please wait a minute.... 
(name) is coming. 
Sorry, (name) is not in right now. 
Can you leave a message? 
Can I repeat your name and 
telephone number please? 
You are ..• and your number is 
Thank you for calling. 
( b ) ^pressing wish to speak to a person 
T^n.actions TTqPf”l word ^ expressions 
: k to 二 to a person Hello, can I speak to .... Please? 
— h a r k Can you ask him to call back ask someone to call back ^ n Y ^ n a m e ) a t • … ( o w n 
telephone number) please? 
(c) Kmeraency calls 
… … n ambulance There is a car accident at my ask for an ambulance f r o n t d o 0r. Please send an 
ambulance. My address is 
My telephone number is 
E - 1 
Some helps on Structure 
The use of "Please" 
Can I/you ... 
Phrases & Vocabulary 
hold on 
wait a minute 
not in 
This is (name) speaking 
leave a message 
repeat ... please 
cannot answer your call now 
please ask him to call back 
Thank you for calling 
send an ambulance 
Activities: 
A) Listening & Practising: 
Learners listen to several telephone conversations and make 
notes. Each telephone message will be repeated three times. 
Examples: 
(a) S1+: Hello, Can I speak to Mary please? 
S2+: Yes, please hold on. 
* Someone wants to speak to:_ ; * What did S2 say? _! — 
(b) SI: Hello, Can 工 speak to David Please? S2: Yes, Please wait a minute. David is coming. 
* Someone wants to speak to: 
* Who is coming? is coming. , 
* What did S2 say? 'Please —— 
{n\ s i : Hello, Can I speak to Peter please? S2- Sorry, he is not in right now. Can you leave a 
me;sacre9 … C a n I repeat your name and telephone 
n u m ber 'please? You are Mr. Major, and the telephone number is 765-4321. Thank you for calling. 
+ = Sneaker 1, S2 = Speaker 2 * = Practice between teacher/learners or between partners. 
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* Someone wants to speak to: ： * n . ^ 
* Who is calling: 1 8 c a l l i n g ' 
* The telephone No. is: — •, 
* What did S2 say? J — — “ 
(d) SI: Hello, can 工 speak to Mr. Lee please. 
S2: Sorry, he cannot answer your call now. Can you 
leave a message? n 
Si： Can you ask him to call back Mrs. Fung at 654-3210 
please? Thank you. 
* What did S2 say? J. , 
* How did SI reply? 1 
( e ) Hello, my son has fallen from a tree. Please send an ( ) S u ^ n c e 7 My address is 12, Castle Road, Cresswell. 
My telephone No. is 876-5432. 
！ 
* What did the speaker say? J 
B) Communication 
Purpose: Practise talking over the 土 
Activity: Role-play. Learners are divided into pairs 
Snd Poetise making and answering telephone calls 
with n L e s supplied by the learners themselves. 
Learners may decide on whichever situation it is and 
decide on what to respond. 
Learners may interchange partners after they have 
completed a task. 
TWTKRMEDIATE LEVEL 
Objectives: 
Learners will be able to use English to 
(a) request telephone operator services 
(b) report illness 
(c) find out information by phone 
( d ) make/change/cancell appointments by phone. 
E - 3 
(a)Telephone Operator Service 
Transaction Useful Expression 
Talking to the Can you give me Mr. J.B. James' 
telephone operator telephone number please? 
I have some noise on my telephone 
line. Can you find out the reason 
for it please? 
(b) Reporting illness 
At Work Hello. Mrs. Brown. This is 
一 A n n i e Chan speaking. I have got 
a terrible headache today. I am 
afraid I won't be able to come 
back to work today. 
At School Good morning. I'm ringing about 
my son, James Lee. He s 1丄丄 
today and cannot attend school. 
Can you tell his class teacher 
about his absence please? Thank 
you. 
(c) Finding out information 
With Department Store Hello, could I ， ， k t�someone y about oil-filled heater please? 
With Travel Agency Hello, I wonder if you could 
tell me about flights to 
Lyon, in France. I want to 
go early next month. Do you 
have one that goes on Monday 
and returns on Friday? 
(d) Making/changing/cancelling appointments 
Making appointments Hello. I'd like to make an 
u a K i n y <xyy appointment to see Dr. Green. 
My name is Peter Lee. 
Friday, 4.30 is fine with me. 
Thank you• Goodbye. 
Changing appointments Hello' this is Peter Lee 
unangmy speaking. I have an appoint-
ment with Dr. Green on Fri-
day at 4.30. I am afraid 
I can11 come as something 
E - 4 
else has popped up. Could I 
have a later appointment 
please? 
Cancelling appointments This is Jane Lo speaking.工 
have an appointment with Mr. 
Woods at three o'clock this 
afternoon. Now my problem 
has settled, and I don't 
need to see him. I'm ringing 
to cancel the appointment. 
Some helps with Structures 
Can you give me please 
I'm ringing about 
Could you tell me about ••.• 
Can I speak to someone about 
Phrases & Vocabularies 
Can I have an appointment with Dr. James on 
headache 
apologize for my absence 
cancel an appointment 
fine with me 
Activities 
Practise Listening: Learners listen to several telephone 
conversations and make notes. Each telephone message will 
be repeated three times. 
(Note- Some programme designers feel that for intermediate 
level of proficiency, there should be a much more varied 
variety of activities. An activity bank should be created 
with good filing records listing the purpose and the objec-
tives of the activities. Learners can choose the activities 
themselves and also suggest or prepare materials for their 
own activities.) 
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APPENDIX F 
Suggested Questions for Feedback & Evaluation Questionnaire 
Relating to the last five modular that have been taught, the 
teacher may ask questions such as: 
Communication topics 
1. Are all learners happy with the topics covered in the 
past five weeks? 
2. Did they find the procedure in selecting topics among 
themselves as practical and useful? 
3. What difficulties did they encounter in reaching deci-
sions? 
Contents 
1. Do they find the content of each module relevant to 
their genuine situational needs? 
2. Can they cope with the contents covered or do they think 
they can learn more, or the reverse? 
3. Are there any suggestions for items to be included under 
each topic? 
Tasks 
1. Do they find the task relevant to the module? What 
other tasks have they tried apart from those chosen? 
2. Do they find the tasks facilitating the acquisition of 
the necessary communicative skill? 
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3. Are the tasks interesting and the materials complete and 
easy to handle? 
4. Does the number of group members suggested in the cover 
sheet appropriate to the type of tasks it needs to 
perform? Are they happy with the grouping? 
5. Is the level of the tasks appropriate? 
6. Are the instructions on how the task should be performed 
clear and easy to follow? 
Teaching Methodology 
1. is the teaching too fast or too slow? 
2. is a different teaching method required? 
3. Are they happy with the proportion of time devoted to 
teaching and interaction? 
Proficiency Level 
1. Have they been assigned to the right level of the 
course? 
2. Are they happy with the level of achievements? 
3. Do they feel their competence level has raised? 
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APPENDIX G 
Suggested Questions for Final Evaluation 
A. Effectiveness 
1. Are the communicative needs, especially those reflected 
in the objectives, being met? 
2. Do learners find that their listening, speaking, reading 
and writing skills improved? 
3. Have the levels of learner performance been raised to 
the target level? 
4. How effective are the present contents and tasks in 
meeting the needs of the learners as expressed in the 
objectives? 
5. HOW effective is the teaching methodology? 
6. HOW can resources materials be better organized for easy 
access by the teachers and learners? 
B. T.^arners' Attitude? 
1. Do they prefer learning through teacher deliberations or 
tasks? 
2. What do they feel about the whole organization of the 
c o u r Se? Do they like the negotiation practice? 
3. Have the learners' shown enthusiasm in attending the 
course and have their confidence raised and interest 
aroused in using English? 
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